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""of Education. The members of the Council of Graduate Students in Educa-

. PREFACE

EN

This collection of the papers of the Third Annual Colloquium of the
Council of Graduate Students in Education -represents some of the work .of
the students of the School. of Education of the University .of Pittsburgh.

The purpose of the annual COLLOQUIUM is to provide araduate students.
-an -opportunity to formally present, discuss, and receive criticism on
_their recent research. In addition, the COLLOQUIUM brings together the
students of the diverse programs of the"School of Education for a Sharing
of their research-and ideas. The papers reflect the different interests
~and approaches of the different disciplines which are part of the School.

tion believe it ts important for the professional development of graduate
students that they have an opportunity to gather outside the classrooms
and publicly demonstrate their academic skills. '

The theme of the Panel Discussion of the Third Anaual Colloquium was -

“The Purposes and .Goals of the School of Education.” Dr. Barbara Dompa,
School Librarian of the Hempfield Area School District, Dr. Eugene Lincoln,
Associate Professor of Education at the University of Pittsburgh, and

Helen Hazi, a graduate student in Curriculum and Supervision at the Uni-
“versity of PittgbUrgh preSented papers as part of the panel discus$ion.

The -panel discussion was followed by the presentations of .the papers.  The
four concurrent sessions were moderated by Gregory LeRoy, Cellestine- Cheeks,
Richard Cooper, and Stan Yoder. These meetings were well attended and the
presenters created 1ively discussion -afiong the students and faculty. The
final part of the COLLOQUIUM was the citation of outstanding faculty mem-
bers- of the 5chool of Education. :

.Tﬁe Council of Graduate Students in Edqu%ion'would Tike to express
its sincere thanks for tha individya]s who made the COLLOQUIUM possible,
especially the Colloguium Committeeé: . _ : -

—

i

Qamar Baloch f  HéTen Hazi

Cellestine Cheeks ' Gregory LeRoy

Richard. Cooper . Johr, McDonough

Tom Gemmel1 C. Oianne Colbert - Advisor

John Guisti
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INTRODUCTION

Subsequent to tracing the. development of educational

2

programs ég‘Carnegie Institute, I surveyed currené prevailing

attitudes on the function of the museum as an 1nst1tutlon of

education and current philosophies on education as a role of the

museum. The focus of this paper concentrates on the school/museum
_ relationship for the school-age child. Where appl;pable, out~

reach programs of significance are described.

<

Interviews with museum staff have revealed *the particular

—coﬁcerns and interests:of the Museum of Art, Carnegie Institute in

museum education.

: This limited survey on the current prevailing attitudes
J

on'gke function of the museum as an institution of education has

disclosed several pertinent needs: the need for better communication
between schools and museums in- the area of curriculum, the need

for communication betweén museum educators and programming, and the

TN -
.need for further research and evaluation of educational programs
: ’ . .
in museums.
1
5’ bl
i
1
Q J

ERC .




; Attitudes on the Function of the Museum as\an Institzkionof Education »

The American Association of Museums, for the purposes of

the professional accreditation of museums, has adopted the following

definition: ' -
A museum is defined as an organized and permanent non-profit
institution, with professional staff, which owns and utilizes ’
tangible objects, cares for them and exhibits them to the ; -
public on some regular schedule,l : : f\b

Richard Grove of the Arts and Humanities Program, Office of Education
stated: . }

® Anyone who sets out to talk about museums is instantly faced t
with the task of trying to figure out just what sort of t
creature this is. It is a nearly unique peculiarity. A hos- Ve
pital is a hospital. A library is a library. A rose is a rose.;
‘But a museum is Colonial Williamsburg, Mrs. Wilkerson's .
Figure Bottle Museum, the Museum 6f Modern Art, the American
Museum of Natural History...This diversity is, in a sense
strength.2 o

Turning to the educational responsibility of the museums,. ¢
. Edgar P. Richardson, Director of the Wintefthur Museum has stated:
. «..the educationé; responsibility of museums is vast, extremely >
complex, and” touches every aspect of our intellectual life.
It cannot be met only by either popular education or by

children's education. It presents great challenges to museum :
staff...3 ’ -~

visits to Carnegie Institute as an example of a program sponsored
— jointly by the museum and local education -department. In addition ) 7

to programs oriented toward the school, Patterson described classes .

1 . ’ . .
American Association of Museums, Museums: Their New Audience,

LS

Washington, D.C.: American Association of Museums, July 1972, p. 28.
e

2
Richard Grove inﬁLarrabee (ed.), Museums and Education, p. 79.

3 -
Edgar P. Richardson in Larrabee (ed.) Museums and Education,

3

p. 23!

¢ , - 10




3
and courses for elementary age children designed to supplement the
work of the schoo]. He felt that the most typical areas would be -
bound in studio art work or natural history subjects.l It is of
interest to note that Carnegie Inst}tuteehas long offered courses of
;study‘in both ofitheSe areae.

Bartlett H. Hayes, Jr. focuses his attention on the(relation~
ship of art exhibitions to educatdon, he stated that. fhe more successful
programs ehéred by schools and museumsrare those directly related
to class work. He indicates that this opportunlty occurs most

frultfully at grade :levels where the broad hlstorlcal or cultural

studies occur. For example, fifth or sixth grade for geography

and world history in seventh grade. 2 He concludes by saying"...

~

these are areas where museum objects provide evidence of the character
3’ ' - ’ ~ D

o

‘of the subject under study."

.

In thefarea,of secondary schools and museums, Ruth Zuelke

states, "I would like to see curriculum experts from the field of

. -, R . 4
art education working with experts in the museums." She seecs

as an area of prime 1mportance the ways to discover the best means

(S —

for schonls and museums to work together in maklng their resource

-materials mutually avallable. >

1 .

Edgar P. Richardson in Larrabee (ed.), Museums and Education,
p. 22. . i e

2 ’ .

Bartlett H. ‘Hayes, Jr. In Larrabee (ed.), Museums and Education,
p. 55. ’ ) ’

>

3
Ibid.

4 - ' -
Ruth Zuelke in Larabee (ed.), Museums and Education, p. 89.

2
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Barbara Y. Newsom, project director, The Council on

‘Museums on Education in the Visual Arts relates her point of view:

Museums, of course, have always been important educatlonal
resources: in this country...Now, perhaps more than ever

before, these institutions are being regarded by the educa- R
tion officialdom as part -of the educational system. The c
individual 4inquiry for which museums are so well equipped is :
the subject of growing speculation and research. Thus, '
museum educators and the planners and theorists of the, schools -

and colleges of education have even more reason to put thelr -
headsttogether.

- e

The author’ describes the basic purposes of The Council on Museums and.

JEducation in the \Visual Arts. The first is to assemble a series .of

[y

case studles in a varlety of educational .areas in which art museums
“are operatlng -and the second is ‘to help museums educators enlarge the
~

;// ’ range and raise and level of discourse with each other.2

> ‘ Education in the Art Museum. the proceeéings of a Conference

of Art Museum Educators he;ﬂ/gn Cleveland, Ohio in 1971 studied the

status of education'inxtﬁe museum. In a questionnaire sent -out before

,5 s -

the Conﬁere:ie;/gﬁ% of ‘the museums replylng 1nd1c ted that the major

_<
priority wa 1nvolyement.W1th—the elementary level, 11% with the

" - -

secondary level and 5% related to the college level—,.3 A summary Qf

the' main points in answer to the question; "What should the educational
- s <
S, priorities of your museum be five years from now? include:

(a) External movement towards a community resource .centre
servicing a broading segment of the community with a growing
adaptatlon and awareness of: the present and future social
needs of the urban environment. Included 1n the resource centre

1
Barbara Y. Newsor. "Bridging the Information Gap", Museum
News, Vol. 52 0. 7, (Apxr i 1974), P. 32.

.2
Ibid. p. 31.

3 , - . )
- Education in the Art Museum, The Association of Art- ~ 3,
'Museum Directors, 1972 P. 42.




J,.,‘vwefé"ﬁBréAemphqsis on cOmmuﬁityfneéQS, displays of community
Ccreativity, digs, trips, Iibra;y facilities, and the traditional
lecturee,  films, and concerts.

{b) 2 .maginative, varied educatioral curriculum within the
myseum. Tours more challenging to tHe individual, more re- )
flective with follo&-ups to docent tours. Many expressed desire
for ona permanent collection that could show overall chronological
. survey of artistic styles.. Other§ stressed more emphasis on
‘contemporary art. o

*on 4
[ re

« . ' ’
" (c) Betir- co-ordination 4nd communication with schools. Re-
- qrganizat4on?to include tours -on a more reqular basis, more -
. related to school are curricula; censultant work with art <7,
- departments in schools: more emphasis on exhibitions of stu-
dents' work; circulatin_. exhibitions for -chcols with trans-

portation proBlems.

- \ ~ = - . " 3 3 3 .
. {@) More ‘contemporary audio-visual media. Greater sharing.of
innovations and experiments, and sharing evaluations of the
‘success of these programs. amolg museum education departments.

(e) Speéialized'teachéf Eraining; staff expansion, qéntinual
evaluation and”ﬂp-dating,of—teaching\techniquesv more pro-
-fessional working conditions.l ) .

-
x -

In ‘his doctoral dissertation, Rex Terry thmann ﬁqéﬁésedzattention

ﬂOn—the—schooI/museUm—program. ‘He raises several impog;ant pp;ntsf
in this relationship.

, Despite the fact that the museum proféssion has generally - T
- accepted the idea that -one of its basic functions and -
:éspbnsibilities;is—educgtidn) the public is.as yet largely
unaware of what that means or 'even that it is an important
issue... The schools must act, museums cah:actoahdftdgethé;
they ¢an virtually transform at least some aspects of public
"~ -education in a time of crisis.? ’ '

& B Fd
> B

1 A .
‘Education in the Art “useum, The Association of Art
Museum Directors, 1972, p. 41.

~
! -

. : 2 - ,‘ . ’ ) B -
f - - . - . .
o Rex Terry Lohmanr, The- Theoretical Foundations of Museum
Interaction: Museums of Man's Experierice and the Educational Process,
unpublished dissertation, University of Pittsburgh, 1975, p. 136.

3
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History of Education at Carnegie Institute .

From its inception, as recorded in Annual Reports beginning

.

in 1897, Carnegie Institute has shown concern for the educational

.
* .

aspects of its exhibits. As succeeding reports show,,the two Museums have

.

always been concerned w1th the1r role as educatlonal institutions.

=

In the Flrst Annuai Report, 1897, John Beatty recorded

~

" ‘the establlshment ogﬁan Annual International Exibition. —HeAstated:

"The internationalrcharacter-offthe exhibition made it peculiarly.

important -as am educational influence and the intent of.the- col-

lection was ennanced by the fact that works, with fewrexceptions . ’

?epresent contimporaneous art.”-l From this first year, -the pattern
. of student utlllzatlon of Carnegie Instltute S resources began..

AN “,k
,Mr Beatty reported° "Nearly all’ the educatlonal institutions of- %

'Plttsburghiln which art 1s*taught'sent school parties:on—speqially
—appéinted—days, and a'number of city ward sthools and public schools
of the -near nelghborhood were represented..."2

n July 1897, Mr. Beatty purposed a, plan to circulate an

x

v ex1b1t10n of large reproductlons representlng industrial ar> ob-

Jects to branch llbrary bulldlnga in ‘the city. His idea was to

-exh;blt;p;ctureS'of objects made of malleable iron, textile fabrics,

~

'wqodrcarvings, measured drawings of furniture, porcelain, etc. He

wished to have the museum,sell'duplicates at cost to students and’ o
. 3 .

v

mechanics to sérve as models for the industrial arts.

- .

First Annual Report, 1897, Carnegie Institute, p. 4.

2, :
EEEQ.'P.SN
3

- Ibid.




In the report he states:

This would at once bring to our young artisans the
wealth, in design and construction, of the entire ‘world,
and should, in time, exert a great influence upon our
city as a manufacturing center. It is in exactly this
‘direction that dur city has failed to encourage art

- . education, forgetting that in influence of this kind
would tend;to raise the standard of many of our manu-
facturers.. : .

.. The reports through 1900 chart the growth and exg%nsion

of Carnggie Institgte in its early years. In 1899, the totaf
attendance for the Annual International was 240,000 "people. ‘The -
total estimated population of the’éity was 298,620 people and the
directog consiaered the attendance?én "ﬁhpreéedenfed shdwingﬂz

The Pitésburéh Public—Schools were .invited to hold an

exhibit of;drawifigs and artwork in the main and east galleries

. dufiﬁg the spring of 1901.. The exhibit was éobrainated under %be

Public Schools.-

direction of the Supervisor of Art IAstruction in the Pittsburgh
3

Director Beatty describes in 1901 the first formal

-cooperation between the Institute and the Pittsburgh Public Schools.

Early in November, a committee from the Pittsburgh High
Schools, comprising five members- of the faculties of the
Academic and Normal Departments called at the institute for
the purpose of asking me to give the teachers and advanced
Students of Pittsburgh Schools informal talks in the

t galleries about the paintings in the exhibit. As a result
of this conference, a sub-committee was aﬁpointedfby the
faculties and a comprehensive schedule was prepared which
brought to the Institute, twice a week of the remaining period-

¥ 4

IToxt Provided by ERI

1

i

John Beatty, Report to the Directors, July 1897. °

2 -
Third Annual Report, Director of Fine Arts, April 1, 1399.

3

{

Fifth Annual Report, Di;eptér of Fine Arts, March 31, 1901.
p.s. ! ) - .

15




of the exhibition, large parties -:of educators and “advanced
students for the purpose of studying the paintings. This is
the first attempt to secure to the pupils. of the‘c1ty schools
and art students generally, the benefits of any direct
instruction concerning the works- exhibits at the Institute.
Through these lectures, the pupils of the city schools were
brought directly into. contact with the works-of the painters
of the-day and the teachers still further stimulated
interest -by requiring puplls in the public schools tg make-
sketches of paintings and write descriptive essays.

It is interesting,to note that many teachers today use the same

-

L4

kind of "follow-up activities“ as were used in 1901.

Lo . * ™ Again in 1902, the drawings of puplls from *He Plttsburgh

Pubklc Schools were exhibited. Visits by school”children to_the

Sixth Annual}Internatlonal Exhibition were cooperatively planned by -

" the Museum and the Superintendant of Schools. _Teachers and

~

advanced students toured in'gronps of one to one hundred per lecture.

1

Mary S. Garretson, Superlntendent'of Instruction in Draw1ng in
»‘/

,Allegneny—clty Schools arranged for 51mllar visits for teachers.2 G

&

'Althdﬁgh tnere is nordogumenéation'%hat proves whether
or(not*DireCtor Beaté&'s proposal(in’l897 to- circulate photographs.
of industrial arts objects was ever adépted;°his next plan; sub-
—mitﬁedi;o the Directors of the Museum in 1902 was accomplished by

1903. He states in the report:

- plan ‘has long been contemplated looking to an except-~
ionally -close union -of the educationmal work in -the publlc

_ schools with that of work being done by the Department of

. Fine Arts through its permanent collection of painting and
statuary. This plan contemplates, first, c1rcu1atlon of
complete sets of large, framed photographs representing
the permanent collection of paintings and sculpture through

» -

1 .

Fi “th Annual Report, Director of Fine Arts, March 31, 1901,
ppo '8—90’ i : . 'u- N ' :
T, 2 : - :
Sixth Annual Report, Director of “ine Arts, March 31, 1902,

- -

:P . 3:0 . . . ) v




the schools of Pittsbufgh, for exhibition and study.l

As further eviaénce of the early cooperation between
the Museum and fhe public schools; Mr. geatty reports that five
‘hundred catalogs were sent to the principals 6f the public schools
for distribu;ion amoung the advanced pupils "With a view of plac-
ing directly ;n their handsfa list éf_Instifute ré§Ources,of art

interest during the vaca‘tion.2 On September 21, 1903, the prints

of the permanent collection were lent to Mrs. M.E. Van Wagonen,

&

Supervisor of Art in the Pittsburgh Public School$ for circulation

- i

and study in tbe schogls. Here Mr. Beatty describes the collection:

The set consists of finished reproductions of 46 paintings
of various cizes, uniformly mounted and framed and sufficiently °
. large to. give details. . Each bears a label, stating title and
artist and gives brief kiographical notes, including a*list of
"celebrated works. The photographs consitute a beautiful and
instructive collectidn. The“chief value of this school work
lies in the fact that the minds of pupils are peculairly open
.to instruction.3 P - - 7

In succeeding years,. additional‘copies weré made to serve Allegheny
Public Schools.  Each year they were updatéd to include new
acquisitions. The diredtor,estiﬁated“that the sets would be

studied;by more than sixty-five thousand students and one thousand

.,
- S

“four hundred teachers in One*year.4 ‘Mrs. Van ﬁagonen's report to

‘Mr. Beatty was included in the 1905 Annual ‘Report. -

o

lSixth Annual ,Report, ﬁirector of‘Fine Arts, March 31, 1903,
p. 14. ‘ |
2
Ibid. p. 15
3
Ibid. p. 16
4 ‘ - .
Nineth .Annual Report, Director of Finé Arts, March 31,-.1905,

10. ,. ' »




/

__Mrs. Van: Wagonen writes: - "The work has brouéht the schools into

closer relationship with the galleries, and many pupil's who havé never
" had any desire to view the exhibit, have been most anxious to visit

‘the galleries dufing the annual exhibition; ‘which is, indeed, a-moé£*

-
4

valuable consideration.

’ During 1906, the sets cpntinued—to circulate throgghout
the schools. A series of informal lectures was givéﬁ for alk
instructors in “the department-@f art”inithefpublic schdblsrand also

for all teachers of ward schools in the two cities. (Pittsburgh and
, ¢ -

.. 01& Allegheny)? o . o

”
-

In- 1912, the director states that "...d series of informal

j’i - _ _‘I “ , 4
talks are to be glven before st;?gnts of the public s¢hools, ‘by

v

some one, conversant with art and familiar with the painters who

are represénted in the collégtién:of photographs now being circulated
'throughoﬁt the échools."3 He further notes that attendance was
' exceptlonal at the Annual Internatlonal Exhibition. "...it is inter-
estlng’to note that students from Carnegle Institute of Technology,
University of Plttsburgh,,publlc schools; alone or accompanied“by in-

3

structors were to be seen in the gallery every day. This is the best
possible evidence of the educational value of the work being done..."4'
"On May 31, 1913, the education work -of the Department of

i

t 1 ’ ) ]
Tenth Annual Report, Director, of Fine Arts, March 31, 1907,

p. 7.
N 2 .

Ibid. p. 9

3

Sixteenth Annual Report, Director of Fine Arts. March 31, 1912

p. 8. ‘ : .
4 .
Ibid.
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Fine Arts was taken up with renewed activify, the aim being to increase
the efficiency of Carnegie Institute as an eaucgtional factor .in the
city of Pittsburgh and the vicinity."l

Alice Pulnam, a new member of the stafif lists the functions and goals

of the educational work:

)

1. Guidance and- instruction offered to schools, clubs or

+ individdals in the galleries.

2. Assembling and typ1ng the biographical and critical notes on the
painters and paintings-represented in the petrmanent collection.

3. Lectures to women's clubs or at schools.

4. The establishment of a séries of illustrated lectures on .
matters pertalnlng to the fine arts, free to children: of
Plttsburgh.2 ;

.
I 4

i

As the educational éctivities of the Museum expanded, so the
curriculum of the Pittsburgh. Public Schools‘expanded and chahged,. With
the adoption of the School Code of 1911, a reorganization took place

in the schools. An art department was established with Mr. C. Valentine

Kirby as the director. High school curricula were expanded to provide

electives in arts and crafts. ‘Art was 1ncluded in the School Code as

part of the regular course -of study 1n the publlc schools. A new

»

"Course of Study in Art: was proposed ig 1917-1918. The study gave
a—monthly‘outline cf what was to be done in grades one through eight.

The students studied drawing-as well as color and principles of design.
3

L3

Each month the students studied a painting by én established artist.
(It would seem logical to assume that the paintings studied camé from .

the museum case collection although I cannot substantiate any direct

‘references citing this.) ’
1 : .
Eighteenth Annual Report, Director of Fine Arts, March 31, 1914,
PP’. 14-15;?_ . -
1- 2 L4

jIBidl‘p. 15. .

3 , . .

Jeannine C. Meikskin, The Evolutlon of Education in- Art In the
Public Schools of the City of Pittsburgh, unpublished graduate paper,

University of Plttsburgh 1974 pp. 20-22.
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imentrof'Fihe Arts, so they might acquire a sense of Appreciation

_;empere§ with dj:scriminatidn."3 In 1916, under the digection of May

‘Miss Redd noted in her report thé; many  of ;he children walked from -

12
‘ ' 2

On the high school 1ével, drawing was emphasized. Drawing
from nature, life érawing,‘with the study of human proportions,
actioq*ahd character of poses were some 6f the units of study included.
Art history aﬁd“appreciation was studied one day every week and color

and design were included in the curriculum. Illustrations were

drawn by the students from literary works and folklore stories.

- g o

Otﬁer courses offered on this level were: Commercial Art, IndﬁStrial
Arts, Interior Decoratioh, Costume De51gn,-General Art Apprec1at10n ¥

and a crafts course whlch included modellng in clay, pottery,

14

stenc111ng, block‘prlntlng, leather work, book-blndlng, metal and )
jevgelry,.l : e . ‘ :

-

During -the 1:914-15 year a series of talks ébBut art entitled

"The Children;s Hour" were beguh. " The talks were illustrated 5& lantern )

slides, chalk drawings or clay modeling.2 "The program was planned to

direct the attention of the children to the collections of the Depart-.

kX

-~

Redd the attendance at thegeiieétures incrgased to. 3,862 students.

three to five miles to attend the talks. "The effect of the brief |

£l

talks has been to give the children information and to form, on their o

- -

part, the habit of coming to Carnegie Institute, a habit which will
doubtless be continudus for many yeai’:‘fs."z1 ﬁThe Childrenfs Hour Pro-.
grams for 1916 and 1917 are on the following pages. It is interesting
to note that Mr. C. Valentine Kirby, Director of Art Edﬁcation in the

Pittsburgh Public Schools

’ 2 . A Ibido

1
Meikskin, p. 22. 3 - ¢

‘ .
Eighteenth Annual Report p. l§.: 4Twent1eth Annual Report 1916
- no. 12-3.
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was involved in giving some of the lectures of the Children's Hour.

The Pittsburgh Public School Visiting Program was inaugurated
in 1916 with eighth grade classes from Delworth, Allen ‘and Roosevelt
Schools. They had .come for an art appreciation lesson to be pre-
sented in the galleries and.illustratnd with the paintinés, architecture,
and sculpture on display, and to spend an additional period browsing
through the building.l The tours were conducted by Euphemia

.- P

Bakewell, under the general direction of Mr. C.F. Ramsey, of the

>

erartment'of Fine Arts. The docents' instructions were "to stress
appreciation, to give the young visitors some points of view from
which to enjoy art while acquainting them w1th the Institute” S

e
collections, to avoid history of art, to put no emphasis on technique"z

%

With some“modificat_ion's7 the Public School Visiting Program has con-

L4

tinued up through 1976;1_£or the first year's Schoolk Visiting

Program the following materials were printed and distributed by the

Museum of Fine Art:

, Cards Announcing Docent service 2,000
School Children's Outline . 1,500
Postcards of Paintings given to school

children 12,500
. Postcards announcing lectures and
Children's Hour talks L 13,275
- Poster announcing Docent Service 220 3
1 2

Twenty-first Annual Report, Director of Fine Arts, March 31, 1917
p. 22.

2 .
Ibid, p. 24 °

3
Ibid, p. 59.

]
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- April 3

10

17

24

Dec. 1

15

22

Jan. 5

12
19
26

Feb.

16
23

Presented in 1916. . C . g

, The People and Houses of George Washington's Tome: Talk by,

Famous Drawings of Children and How They Were Made: Special

.. . Lg‘

The program, fof the Children's Hour .for talks about art - -

g
The Sculptor and his Clay (concluded): Talk by Mr.
August Zeller, of the Department of Fine Arts, Carnegie ”

Institute.

The Potter and his Cldy. The first of two demonstrations
and talks by Miss Mabel C. Farren, member of the faculty
of the Margaret Morrison Carnegie -School for Wormen.

The Potter and his Clay (concluded), by Miss Farren.
Flowers: "Talk and demonstration on the artistic'argangéﬁ
ment of flowers, by Miss May Redd, of the Department of
Fine Arts, -Carnegie Institute: — - - A

Illustration: Chalk talk by Mr. Charles J. Taylor, Member
of the faculty of the School of Applied Design, Carnegie _
Institute of Technology. ’

The Pictures of the:0ld Stone Age: Talk by Miss May Redd.

The Story'of'Ornamenf: Talk by Mr. Vincent P.. Sollom, member
of the faculty of the School of Applied Design,’ Carnegie .
Institute of Technology.

The Christ‘éhiid—in Art: Talk by Miss May Redd. -

-

How to-.Make our City More ,Beautiful: Talk by Mr. Frederick ,
Bigger, Assistant Secretary of the Art Co-mission of Pittsburgh.

Pompeii: Talk by Miss May Redd.

Cheops, Builder of Pyramids: Talk by Miss May Redd.

Assurbanpal. and the.Pictures in his Palacéﬁ Miss May Redd.

The House of the Forest of Lebanon: Talk by Miss May Redd.
Athens in the Time of Pericles: - Talk by Mr. Frederick T.
Bigger. o

Famous Paintings of Children: , Talk by May Redd. -

Miss May Redd.

talk by Mr. Charles J. Taylor.

Rome in the Time of Augustur: Talk by Miss May Redd.

The Sculptq; and his Clay; Demonstration and talk by Mr.
August Zeller. '

ey e

The Paintings of John W. Alexander: Talk by Mr. C. Valentine
Kirby, Director of Art Education in the Pittsburgh Public
Schools. ; .
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"+ Page 2 Children's Hour 1916

. . March 22 "Beautiful Lettering: Talk by Mr. Frederick T. Bigger.

R 29 - The Panama-Pacific Exposition: Talk by Mr. Will J. Hyett,
of the Department .of Fine Arts, Carnegie Instltute.

S

I . - - ) .

‘1

The Twentieth Annual Report of the Director of Fine Arts, for the
Year Ending March 31, 1916, pPP. 20 ~-1.
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\ < | N
The\prog am for the Children' s Hour for talks about art \\\\‘
preeented n l9l7p . - : )

'
?

Apriﬁ 5 The Potter and his Clay. The flrst of two demonstratlons
’ an talks by Miss Mabel C. Farren. :

12 The Potter and his .Clay (concluded)\ by Miss Farren
!
May 3 The Art of the American Indian. The\flrst of two talks
by Ml?S May Redd, of the Department- or Fine Arts, Carnegie
Institute. Y
) 10 The Art- of the American Indian (concluded) MlSS Redd.
- 17 Mov1ng Pictures of Swedish Life. The flrst of two demonstra-
~ tions in connection with «the- Swedish. group of palntlngs !
’ 1ncluded in .the Founder's Day Lxhlbltlon. i
Now. 10 The Art of the Cave Mgnzf Talk by MlSS May Redd. '
3 =%

Dec. 15 The‘Sculptor and his Clay: Talk by August Zeller, of the .
Department of Fine Arts, Carnegie Instltute.

i

A

dJan.. 5 How to make Plaster Casts' Demonstration by Mr. Ross Polis,
. " of the Department of Fihe Arts,- Carnegle Instltute. )
Feb. 2 Illustratlons and How to Make Them: Chalk Talk by Mr.

Charles J. Taylor, Member of the faculty of the School of
Applied De51gn, Carnegle Institute of Technology.

23 Child Life in ColoniallTimes: Talk by Miss May Redd.

Mar. 6 Child Life in Colonial Times: Talk by MlSS Ma% Redd,
repeated at the Snodgrass&School

> . -

Total attendance at the Childrenjs Hours for the year, 2,081 1
4 ’
\ S~ _
l ¥
The Twenty-first Annual Report of the Director of Flne Arts, for -
the Year Ending March 21, 1917, p. 47. .

»
=
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‘The Pittsburgh—SchodT Board voted in 1917 to_pay for--the )

! carfare.of all children coming to the Tnstitute for art insti:uction.l
‘ X . ,

hd 4

The Annual heport from 1918 states:

This I believe is a more liberal plan than hLas. been
. adopted in -any other city. The significanggﬁof this
. work lies in thHe-fact that the eighth gradé students |
. who are about to enté;_EHE_HIEH"§EHBEII:thh@on.the
~active duties and work of life, eagerly séEE“Iﬁstrhctlop
and the opportunity to acquiire some knowlédge with refer-
ence to drt and.its appreciation. )

. - -

Each eighth grade visited the Museum's permanent collection three times

~_

3\\\ during the course of the school year. The first visit was to the

N\

painting section, the éégond to the Hall of Architecture and the

third to the Hall of sculpture. There was close cooperation between
\ : ~ ' :
Dr. William M. Davidson, :Superintendent -of Public Schools, Mr. C.

. Valentine Kirby, Directoriof Art and the Department. of #ine Arts,
Carnegie Museum in setting up a Visiting schedule and coo;dinatiﬂg

material for the tours. .Over five thousand students visited the

o

. : . i 3
Tmuseum- -under the auspices of this -program.

~

.'Mr,,John—Beafty, Director of the Department of Fine Arts described
rationale of the program:

The time these”students are permitted to give to this
study in ‘the last year of their public school work is
unfortunately limited. For this reason, it is our pur- -
pose in this work to teach the appreciation of art solely,
N by explaining in a very simple' way the essential qualities
' possessed by all good works of art. To define the subtle
qualities that belong to all -good -works of art and to rivet
-the attention-of the students upon these qualities, even

» A %
N - .

¢ 4 P

E

1

for

. The Twenty-seéondlAnnual Report of the Director of Fine Arts,
‘the Year Ending March 31, 1918, p. 13 , ’ .
. - 2 .
Ibid.

3 ‘ B
. Ibid. ’

25 7 ) -
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thopgh it be but for a comparatively brief time, is the
purpose\ef the lessons prepared for this work.l :

The'Chlldren/s Hour series continued, although programs -
, .
were curtailed in 1917-~18 because of poor transportation service.

Mr. Kojiro Tomlta, Curator of Japanese Art, at the Museum of Fine
\ <

Arts, Boston, described the llfe of Japanese chlldren, and illustrated

E

his talk with drawings an¢ objécts. The: .number of children who

came to hear the talk was so great that the lecture hdd to be

repeated.2 : //(//

RN In the Annual Report of 1920 Robert B Harshe, asslstant

A /-—",‘

dlrector of the Muséum of Afts reported that a’ series of cases i

2

1llustrat1ng processes in ‘the fine and applled arts had béen circu-

lated in hlgh,schools, technical schools and branch libraries.' "The;\

b -

Childrenﬁs—Museum'of Art" opened on May 15, 1919. The openlng
exhibit cons1sted of modern sculpture and twenty -of the cases that -
had been circulated in the schools. The second,exhlbrtlon was. a

series of paintings that‘illustrated children's books by N.C. Wyeth.

Drawings by children from Boston were the third exhibit.and then,

-

"Silhouettes". fhisfexhibit showed -silhouettes from figures on Etruscan

L

pottery to portrait 'silhouettes andiEdguart~5hd iron sculptures by

Hunt Diederich. The;conébuding exhibit was modern paintings and

~ sculptures representing "Childréen in Art". 'Lectures in the

1 , : ' -
Twenty~second Annual Report, Director of Arts, March 31, 1918, P.1l4.
2 o -

_ Ibid’o p: —2270
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Children's Museum were related to the exhibits. For the last

exhibit, Signor Moretti demonstrated the Processes involved in

e i = — - ——

. making a statue. - o ' .
. _/ -

As part of thé/sohool/museum program, all eighth graders
who visited the museums received a printed lesson entitled,

"Appreciation of Art". An essay contest Was sponsored-by the museum

relatlng to the lesson on painting and there‘were over 1,000 entries‘.l

Miss Margaret Lee in 1923 organized the newly formed
Education Section whlch combined science and fine arts. The eighth
b .
“graders formerly had toured the Museum of Art for forty-five

minutes and- then had browsed through the museum by themselves for SE
forty-five minutes. With the reofganization, the science tour

‘was forty~f1ve m1nutes and the art apprec1atlon tour was forty-flve

- ¢
minutes. .- ' W ’ ; -
In a recent "interview with Miss Lee, she was kind enough 'to- .

trace for me the development of'ihe Tam'O'Shanters andvthe,éalettes,

o

. which are the Saturday creative art classes for-- chlldren. Miss. Lee-

,:

had ‘heard of a group 0f glfted high school students in New York Clty

€

who received special- tra1n1ng in art at one- of the h1gh schools.

She went and visited th° school -and felt that the program idea would

be 1deally su1ted for Carnegle Institute. 1In 1928, -she asked supervisors”

from the Plttsburgh Public Schools to: recommend ten or twelve students

that showed "specgal abxlrty"‘ln ‘the arts. These children would come

=

to the museum for art classes on Saturday morning. They were in the ~

L .
Twenty-fourtn Annual Report, .Director of Fine Arts, March 31, 1920

p. 7.

i

-
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fourth, fifth and*sixth'grades. The first teacher‘of the pfogram
was Mr. Kennedy, accordlng to Miss Lee. The second teacher was Mr.
Elmer A. Stephan, Dlgector of Art of the Pittsburgh Public Schools.
Mr. Stephan described h1s phllosophy and the goals of art education
in Volume V of Carnegie Institlte Maga21ne, 1931-2. (See Appendlx)
He Stated- "It 1s the aim of: art education in the public. schools today
to direct leisure time and to cultlvate the taste of the masses that
“their money may be spent 1ntelllgently and withc at waste."l
According to Miss Lee, the classes were expanded in nuober =
each year unt}l 1935 when there were six hundred children from the
fifth, sixth and seventh {drades.. By this time, county, parochial and
private'schoois were sending’recommended students. During the ‘
DepreSsion, when budgets were lowered drastically, the program grew;
Miss Lee was able to obtain. the use of the lecture hall after tﬁe
- .. class outgrew the—Hali of Sculpture. It was Miss Lee's rule to
= ~ne;er invite more students .than could be taken care of. Attendance
'in the Music Hall was expended to 3,200 students%?h 1966 2 and
by 1974 the avetage satufday attendance- was é,657rstudents from
fifth to tenth gtade.3" . 7
- Miss'Lee wrote an article for The Qernegie Magazine in
1935 describiﬁg'a typical ciass on Saturday mornings.'JMr. Stephao's
lecture demonstration for the morning is written with attention to 7

-

all details. (See Appendix.B) After the lecture démonstration the

lElﬂler A. Stephan, "Saturday Morning Art Classes", p. 275.
2

Dr. Arthur C. Twomey, "Creativity and a Master Teaching
Program in Art at Carnegie Institﬁte", p. 14.
3

£

D1v1slon of Education, Carnegie Institute, Annual Report, 1974 p. 13.

%
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students would work oﬁltheir projects. According to Miss Lee ‘a
sequence of lessons might be - draW1ng anlmals in the gallery one‘
week,*draw1ng imaginary animals in the lecture hall and the next and
drawing animals in design the third week. Miss Lee stated that as far
as she knew, the Saturday Morhing Creative Art lessons were completely

unique to -Carnegie Institute for a long period of time.

<

Thomas Frallc of the Docent Department, Museum of Art described

recent changes in the Saturday Mornlng Classes. In September 1976,
the large classes were broken up into groups of no more than twenty-
five students with‘artist/teacher instructors. The dress code was

. relaxed and the students allowed to wear casual clothes for the first

time. All students in the Pittsburgh Public Schools must be recommended

for the classes.

‘

, . Writing in The Carnegie Magazine in 1928-9, Andrey Avinoff,

Director of Carnegie Museum describes the total educatidnal program of .

the'MuSeum He mentions the speclal course organized for the Teachers

Tralnlng School of the Board of Public Education. He states: "The

aim is,primarily to acquaint teachers w?th the fundamentals underlying
"the work in the various sections of the Museum... to give them an
idea of how the collectlons and exhlbltlons -at the Museum mlght be
used in their own work in the publlc schools..;"l (See Appendix C)

Two articles wrltten for The Carnegle Magazine in 1936-7
. further chart the growth and development of the educatlon programs.
(See Appendix D and E) N

BN

1' | \

’ Andrey'Ay}noff, “Educational Work in the Museum",

o

~The Carnegie Magazine, p. 71

,
L
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- The Thirtieth Annual Report describes the functions of
the Education Department' ’ .

"The main. prov1nce of the Education Department is not to

analyze and to instruct,'but to provide added enjoyment

for those who visit the galleries. -An art museum should

not be an end in itself,” a mausoleum of dead: riches, but

a. means by which we stimulate our emotions and exercise . .
our imagination. For the enjoyment of beauty is not at : Y
best as an erudite performance, but as an unhanpered -
expression of emotion." )

In 1974, James. KOSlnSkl, Assistant Director writes in the DlVlSlon

-

of Education Annual Report. ) ) °

"The Carnegie Institute is a service organization in

‘finest senseé of the work...the Institute has become .

an integral part of its mind and spirit, serving its s
many needs-social, cultural, scientific and educationa.
-A central and distinctive aspect of the Institute, the
resources of which Fespond to alll of these needs, is

the Division of Education. In joint -Cooperation_with
the Board -of Education,’ it incorporates and integrates
-educational materials and fac1lities w1th the curriculum
of the community's schools.”

The education programs continued to flourish during
" the Depression and World War IT. in 1944, museum educators along
with Miss Mary McKibbin, Senior Superintendant of Art in7thp Pitts-
burgh Public Schools reorganized the school tours and resources of
Carnegie Institute with "relation to theechild s interests, abilities
-and classroom actiVities."3 The fifth, sixth and seventh-grades’ 7

each spent an-afternoon at the museum, The art part of the tour

was. calied "Who's th’ena”What's—What at Carnegie Institute" and

was designed to make children feel at home. among the art collection ,

and arouse a desire in them to return of their accord. The sixth .

¥

. ) 7 .
» ’ l - {e .
Thirtieth Annual Report, Director of Fine Arts, March .31, 1927, p.6.
2 ) : . '
Division of EdQucatioh Annual Report, December 31, 1974, p. 7. ’
o 3 g )
Forty-eighth Annual Report; Director of Fine Arts, March 31,
1944, p 9.

t
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grade visited the permanent-collectlon and were taught new ways to
look at pictures with a view of developlng their powers.of apprec-
iation. The seventh grade toured the Halls of .Sculpture and Arch-
itecture and the teachers were able to choose from such toplcs as:
"Art of Early C1v1llzat10ns" "The Parthenon S 2400 Exiting Years",
"Florence, the City Art Built" and "Nature as an Inspiration for
Creative Design",l

Carnegie Institute sponsored for many years Scholastic

* Magazine's National High School Art Exhibit. Virginia Donovan

writing in The Carnegie Magazine describes the exhibit and judglnq

procedures... . (See Appendlx E)

The Department of F;ne Arts, Education‘Department was
responsible for. fourteen radio. programs broadcasﬁ'in 1946. The .
programs related to the Institute's permanent corlectlons and
speclal exhlbltlons on the weekly broadcast. The program was called,

"Free to the People" .and was broadcast over WCAE.2

-

ey
_‘:‘

»

1
Forty-elghth Annual Report, D1rector of Fine Arts, March 31,
1944, p. 8.
2 g » v t \
Flftleth Annual Report, Director of Fine Arts, March 31,
1946, p. 9. - : -

- »
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Durirg 1947 and 1948 plans were fofmuléted to combine the
educational prcgrans of barnégie Museum of Natural gistory, the Museum

of Arts (MOA), and Carnegie Library into one educational department under

the direction of Dr. Arthur C. Twomey. DE. Twomey was chairman‘of the
Education DepartmenE‘E;SE‘EQZQKun;;} his retirement in 1974 at which
time  the Educgtion Department was agaih dividggrénté the Section of
Education ‘MOA, and the Section of Education Carﬁééfé'Muggum of Natural

. / —
History (CMNH). As Dr. Twomey states in the First Annual Report, Division
/ T

of Education, "the primary objective %f the Division is fundamentally to

make the Carnegie Institute an integréi~part of the education, cultural,

1

scientific, and civid life of- the grgater Pittsburgh region."” Through

joint meetings between the supervisors of the Division of Education and
'seven staff members of the Pittsburgh Board of Public Education Dr..
‘Twomey sStated that "we have béen able to greatly enhance the work of

incorporating and intég;ating educational materials and facilities of

.

the Institute to that of the school curriculum.? I

5 ,
'l i .
+ 1 Fi

In addition toé receiving an appropriation from the Pittsburgh.
Board of Public Education, the Howard Heinz Endowment made a grant of
$134,000 to the Division of Education for the development of educational
"3
programs ..
The Natural History deﬁartment cbncentrated upon/developing

natural history as a vital part of the education and cultural

'éxperiengés of the students whorvisitlparnegie Institute. . The

';-/

1 -
First Annual Report - Director of Division of Education, 1949,

H t t

p. 3.
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pfogram has b;gadened service offéied to schodls and has offered

-
2

7t@e facilities-Of tﬁe museum to "junior Naturalists", Carnegie

"Nature Club" and "High School Science C-lub".l The Division

prepared exhibits and arrangements of study méterials for ihétructipnéi
purposes ‘in the form of ,1oan cases that were turned'oyer to’ the
IPittsgurgh Board of Public Education for distribution ?o city scﬁools,.2
. One of the goals of the Division.of Education is to build.

up a series of slides of art exhibitions that will be available to

schools, colleges and universities on, a loan basis. Slides were
. . ~ r.

photographed of therfwa’ﬁﬁﬁﬁiéh and fifty paintings on exhibit in

"Painting in the U.S. 1949".°2

7 Since the o ganizatiQnAof'tﬁé Division of Education,

§ \Y£ has been féiﬁ that \Carnegie Institute ﬁas é great deal to offer

: ' rhe community by~expaﬁ‘ing its educational function in*a-éxteqsion
’ program. -Dr. LeRoy BI;c, supervisor of the section statéé:

The aims of thisLservice to the general public are twofdld:
as far asAdhflerQaare concerned, it is' to-‘provide for their
leisure time activities afteér school, Saturdays and during
vacations and tozserve children and .adults in ‘the tri-staté
. areas with progr

institutions cari

s carried into the community itself and into
gg for blind, deaf and other unfortunates.
- /

boration with Park Naﬁﬁralists of the Bureau .
/

Working in close colla
‘of Recreational Activities of the Department of Pérks and Recrgationh
the Exténsion carried moving pictures, lantern slides, live and
mouhfed animals, plgnEs[ ééological and other study materials into

school classrooms, recreation centers, settlement houses, camps

— I - — /,

R |

_ First| Annual Report Director of Division. of Education, 1949
27. -

.2’

: \
Ibid. -
3
Ibid., p. 29.
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Aéand churcheé. Childrén'andadultg\gere taken in small groups‘gb\
hillsides, playgrounds, vacant lots; “city streets, and Z00, conséfva—
tory, industriai plants énd factories, where thé principles of
conversation, community spirits and out-of door 1living were presented.J

The Traveling Museum, atéiftrto the city of Pittsburgh
by the Sarah Mellon Scaife Foundation, was made available to the

:Extention“Sgction‘for oper?tion~in the city of Pittsbﬁrgh to carry
exhibits and natuﬁe'education primarily to areas la;king any
natural envirénmenﬁ. The exhibit and study materials were prepared
by the Extension S&aff. " During its first five months, over 15,5407~=

-4

children and adults viewed its exhibits and listéned "to natural
hiséory andréqnversgtign talks,? : -
The Section of Radio and Television, under the direction
of'Misé Marjorie Thomas ini;iated’a‘series of fifteen minute programs
entitléd "Qpeniquse at the—Institufe", The thirty-ﬁhree broadcasts
-covered. the man§ departments of the Carnegie Institute. "The ‘
Youtthevieﬁ" on KQV radio was a series,of‘half hour'Eeenrageébook.'

review programs. Each program was an original dramatization written -

-

by students~witq appropriate ‘musical backgrounds. A round-table

-

discussion followed the dramatization.>

i

Dr. Twomey states in 1950, "The incorporating and integra-

ting of educational materials and facilities of the Institute to that

i
by, - -

1 .

“

'First Annual Report-Director of Division of Education,_£949, p.32.
2 ) .

I b‘j-d . . R ) -
3 .

Ibid., p. 35.

-

34
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of the schpol .curriculum has been greatly enhanced by close .and

understanding relaéibnships between the supervisors of the Education

r

Division and Pittsburgh Board of Public ucation."l The museum

staff attempts to correlate the gall ry lessons in both fine arts

and sc1ence with regular classroom ork. The teachlng materlals
suggested are wide enough in scope to allow for conslderaule flex—

ibility in presentatlon. On the basis of criticism and suggestlons

»

by v1s1t1ng teachers as well as observation and experlmentatlon by

the Institute staff, the lessons are constantly changing and develop-‘

=

-+ing. In 1950, the sixth grade tour "Arts and Crafts of the Amerlcan

Indian" stressed man's need for beauty as its motlve through direct-
ing the child to observe the Indian's ingenious yge of materials
such as animals, vegetables and,minerals. The seven;h grade units
were closely integrated with the social studies and were centered
around three cultures: Egyptian, Greek and Renaissanqé periods,
The eighth'gradés tou;ed the anqual'painting exhibit. The "Act
in Nature" lessons open to” all students on Tuesday and Thursday
' B}

mornings .attracted a total of 2,063 séudents.2

In Natural History, the students att~nded a:leéture on

"Earth's Treasures" which was designed by the United States Steel

Company. Teachers were given samples of limestone, coke, and iron

s

ore, together with a pictorial outline of steel, from ore to finished -

product to take back to the‘cIassroom.33

’
3

1

-

Second Annual Report - Director of Division of Education,

£

1950, p.12.

2 ' .-
Ibid. p.1l3.

()
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Dr .. Afthﬁr c. Twomey stated in the 1951 Annual Report:

"Museums with. their great wealth of accumulated art and
scientific treasures have grown up side by side with
schools as separate agencies serving the community

But as in the''schools, the democratic society demanded
more .of the museum, no .longer could it be primarily .

. . a storehouse to possess and collect. This fundamental
evolutionary change in the educational function of the
Carnegie Institute has evolved in a few short years into °
an active demonstration of its fac111t1es, thus to -be-
come the focal p01nt of the civic community in art, science,
and culture, not only as an‘-:individual entlty but also as
a co-ordinating factor in the vital and expandlng cultural

1 ecology of the greater Pittsburgh communlty and 1ts
. environs.
| <. g ’
Thls statement of philosophy on the educatlonal function of Carnegle
H
Inst:tute was implemented by Dr. Twomey and his staff in the

ensuing years. ‘A wide variety of programs were developed and
implemented both in: the museum and in outreach programs. “
Y In Natural History, tours were: planned to fit in-with the

curriculum of each’Qfadet The eighth grade could ehoosera lecture

<

tgurqnéthe "Transpertation of All Ages:, while the sixth grade

might sludy birds and their value to man. In the Fine Arts _Museum,

-

“the sixth and eighth grade toured the 1952 -International and the
'1nt°épretat1ve exhibition, "What is Abstract Art?" designed by

Mrs/ Katherune Kug of the Art Institute of Chlcago served as an ,
\ i
|
introduction to the Internatlonal for high school groups.2

-

Through the\pxten51on Serv1ces of the Museum, 5,000 teachers, leaders

--and lay adults worked in small workshop groups in their neighborhood

-

on conservation. They learned how to use the éxhibits and cpllections‘
1

Third Annual Report-Director of Division of Education,
1951, p. 17

2
Fourth Annual Report-Director ~f Division of Education,
1952, p. ®. / ‘
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of the museums as part of a long range program correlating their:
visits to the museum with history, geography and English. Part of

the goal was alsé to reach handicapped groups such as deaf, blind and

. mentally retarded.l )

-In 1959 a grant from the Pitéairn—Crabbe Foundation of

$3,000 helped enable the Institute to carry out a program of employing

retired high school teachers of high academic qualifications and
wide teaching experience to act ‘as instructors to guide students

and -adults through ‘the Museum. ) - )
o "... in taking the children around the galleries and in the
Practical art-.classes, the main aim is to dévelop and fix
the capacity of the child to see the world in visual terms
So that it can, survive conceptual analysis. In the galleries
the instructor uses a system of questions and answers about
the paintings and sculpture to stimulate the visual perceptions
and to provoke a reaction." 2 , 7 -

Miss Margaret Lee retired from the Museum after forty
years of service. Dr. Twomey stated: "Through her deep understanding
and organizétional ability thg creative Saturday Q;E classes for
chilqren have: progréssively expanded over the years uhtii today
they are ohe of the country's leading creative art classes fo£ children."3
. Over the years many different types of tours were
! aeVgloped for the school children. In the spring of 1963, the

seventh graders ioﬁred—the 53rd Annual Assocéiation Artist Exhibition. -

An endeavor was made to correlate works in different crafts such as

1
b . .
. Fourth Annual Report-Director of Division. of Education,
1953, p. 13.
2
Eleventh Annuai Report-Director of Division of Education,
1959, p. 1s6. )
3 ' -
Ibid. p. 22. ©




30

4

stitehery, weaving metal work and ceramics with those that the

" pupils practice and in their own art c¢lasses and to broaden their

- -

P . . . . 1.
views for creative techniques in all fields.

e

The Junior Council of the Women's Committee presented a

G

speeial exhibit "The Artist and the Tree" geared for 'school age
ehildren. ‘Seven deviees demonstrating principles of iine, form and
color were designed by Robert Cothran. After viewing and manipula-
,ting the devices the children viewed an exhibit of twentyrtwe art

‘works all depicting the tree. Thus, the children had the gpportpnity

of comparing a:Rembrandt etching of a tree with.an abstract express~
- . d : : a
ionist painting of a tree.2 :

-

In all of the Division of Edication Annual- Reports, Dr.

Twomey streeees the close refationshipfbetween the Pittsburgh Public

'Schools'Administration and the Division of Education personnel. ‘The

supervisere from the Board of Public Education and~Museum—personnel

met several times- each year to evaluate the school program in science

and art. In 1968, after a meeting. w1th Miss Ruth Ebken of the Board
i of'Education, the art docents studied the new social studies text-

”

. books being introduced into the elementary, juﬁior and senior high

schools. The objective was to become acquainted with Afto-American

”

art and history. 3 It was alsc deciu:d at a joint meeting between the
. Art Supervisor of the Pittsburgh Public Schools and the Art Supervisor
of the DiQiSion of Education to introduce a new lesson on the history

&

1
Fifteenth Annual Report- Dlrector of Division of Education;
1963, p.8. | . 3

'

2
Ibid.
¢
- 3 .
- Twentieth Annual Report-Director of Division of Education,

‘1968, p.9.
35

EKC

wll Toxt Provided by ERIC




31

;
PRI

‘of sculpture for eighth grade students rather than conl\nuing the,
lectures on painting. The follow1ng year S report stated that the
history of sculpture tour was successful with the students.Ig
In the fall 'of 1968, the officers of the Parent-Teachers‘

Assoc1ations of the c1ty schools v1s1ted the Institute and were con-
ducted on tours by the docents of the Seetion of-Art.: The title of
the proéram was "Have Docent Will travel”. . They were. able'to see
the subject matter presented daily to: the school children and report
back to their PTAaorganizationa. 2
‘ On October 2, 1972, the Division of Education, in conjunc-
tion with the Women s Committee of the Museum of Art 1n1t1ated a
special course for volunteer docents, as'Well as for students in ‘
art appreciation. Under the superv1sion of Mrs. Maryellengpwyer,!
,Superv1sor of Art in the D1v1s10n of Education, prospectiée'docents -
took a course dealing with art from the'caves{of Lascaux to,modern

art. Quizzes, term,papers,,supplementary reading, discussions and -

e N i P T3
a final written ekamination were required to complete the course. °
- In a conversation with Mr. Leon Arkus, Director, Museum of Art, he

- stated that he felt,that!the volunteer docents were doing an out-

‘standinf job in the museum. (See Appendix for current Docent
Training Requirements) . ’ .o ' .
1

Twentieth Annual Report-Director of Division of Education,
1968, p. 10. . :

2
Ibig.

3

Twenty-Fourth Annual Report-Director of Division of Education,
1972, p. 11.




In 1974 the Education Department for Carnegie Instltute
- was divided into two separate Education Departments. Alfred Bjelland
becaxme Supervisor of Educatlon for the Natural History Museum and
Anthony N. Landreau was appointed Curator of the newly formed }
Section—of Education of the Museum of Art. Both men work closely. -
. with the Pittsburgh Public Schools in coordinating tours. ‘
After teachlng the Saturday Art Classes for forty years,
Mr. Joseph C. Fltzpatrlck retlred (See picture Appendlx A).

— For a description of current eduéhtlonal programs,

see The Newslétter, (See Appendix G and H) . ;}

» } v
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The Pittsburgh Children's Museum Project

a e,

4

T

. ,.InA19701 a group,of Pittsburgh women started exploring
" the poss1b111ty of establlshlng a chlldren S museum in their. clty

The Plttsburgh Chlldren s Museum Project (PCMP) was successful in

1

rece1v1ng sponsorshlp from Carnegie Institute; wh1ch 1ncluded tax
exempt status, communﬂty recognition,- access to museum professionals,

1
advisory services, and financial and accountlng serv1ces. The -~

L]

major aim of the project "was to prov1de part1c1patory a2xhibits for -,

children that would foster learn;nq through dtrect :anolvement."2

4

Prlmary amoung PCMP's goals. was to supplement educatlonal programs at

. Carnegle Instltute which are geared, for the most part, to children

s N Lewe,

of ‘the fifth to e1ght grade levels. Museums,or museum-related

-

programs for younger chlldren exist in many other cities and the

PCMP commi‘ttee felt that it-was tlme for Plttsburgh to become part

of this trend,3 ° ' o ‘ !

: Durlng the summers of 1971, 1972 and 1973 more than 30,000 -
.children had intensive contact ‘with the exhlbltlons and workshops of,
the pro;ect and’ approximately 20, 000 more had some form of peripheral
contact. The various programs were initially des;gned for children

~;in the four to eleven &ear—age—group'but ultimately involvea young
People up to age sixteen in a sensory exploration of materials and

,exhibitsf4 - )

~
N~ B -

i

Gans, Susan, "PCMP", Carnegie Institute Magazine, Vol. 48,
1974, p. 233. - N v

2 . S - ) 3
. Ibid. - ) - .
L 3 , o 41 .
| . Ibid.
4T -
Ibid. p. 235
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Project director Susan Gans states: .

"PCMP wanted to develop a museum that would encourage

¢ children to be aware of man's relationship to the arts
and sciences through experlence-based learning. How to
do that. and fulfill the/requlrements of an accredited
museum become a ph11osophlc\quandary which, coupled with 1%
the financial pressures, caused an early shift away from \
seeking. a building and collectlon.“ 1

o

1

¢ . In 1971, "Share and Discovery" was built by graduates from
L ‘\‘é. 1

‘Carnegie-Mellon University on a trailer. The éxhibit was an ekplora-

torium designed in the shape of octohedrons. It contained two \interior
b
levels, each made of materials ranging from ha¥d to soft. One level

2

consisted of natural materials and the other, synthetics. There was

\ <
AN * * ~ -

a closed-circuit TV monitoring system, an observation deck outside .and
a ballon inflated with an air-cushioned floor- The exterior of the ’
exhibit was,diuidediinto different surfaces. >One'sr§e was covered
tWith'octohedroﬁ shaped plexiglass mirrors of -different colors. Else-

" 'where, therekterior was coveredjmitulearth,colored polyurethane. 1In
scale, ‘the interior provideﬁ—onlyreuoughrspace—for youhg-children.

It was not planned for activekadult—parricipation. The exhibit visited

. T e . . , : . . 2
Fhlrteen sites in- the city and county, and remained at each site a week.

"Light and Color"'wasrdesignedvin 1972 by a local archiﬁec%

- - . PR

ahd built by aprofessrogglﬂexhibitsconstruction firm. The program
—operated 1n cooperatlon with the City of Pittsburgh's Department of
Parks and Recreatlon and visited forty eight sites usually for one

day only.3 S

lGans, Susan, "Three Successful Programs Do Not a Museum
Make", Museum News, Vol. 52, No. 5,71974, p. 15. .
T2
Ibid. p. 16
3 -

. Ibido* po I7

) | , 42 Vo
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E“nght and ColSr" consisted of six different artificial Iight

- -

sources installéd—throughout a snake-like corridor. Upon—;ntefing the
unit, children were given gels in the primary colors which they could
,ﬂput~togethér in various combinations to see how color can chdnge
through the use of color itself and in isq;ation from specific light”:
sources. Then‘they wére given a pigce éf masonite resembling part
of a puzzle which haé.a primary—color on oné side and its compleqént

on the other. The children moveda througﬁ the unit, activating light

“

scurces under foot. After experimenting with the‘ligﬁt sources
ang'éxiting from the 'exploratorium the children added thei;‘maSéﬁite
puzzie piece to the growing sculpture outside.l

Af;e; thé'secondssummer program, the executive director and
committee spent time trying to re-explore its original direction .and
goals: ‘Susan Gans in her evaluation of the first two exhibits stated:

it
"Shape and Discovery was -a more popular exhibit than Light and
Color. The basic goal of providing a participatory Tearning
experience was better achieved because of the exhibit's de- ‘
sign. In addition, theé many different facet of ‘the design
enabled children to ‘compare likenesses and differences
extensively yet without feeling-stymied by complex concepts.
In the case of Light and Color, identifying colors could
become difficult for some children who had not learned the
word to describe a color...a good deal of explanation was
needed about different light sources...lacked sufficient
.components ‘to keep the children interésted for long periods
. of time. The advantage’of Light and Colors'was its sturdiness
h and scaule. It permitted adults who were interested the oppor-..
tunity to go throught it. Sometimes adult participation was
very important, .since some ‘children felt afraid of %he gnknown;
Parents could share the experience with theitr -children.

-

1
7 Susan:Gans, "PCMP" Carnegie Magazine, Vol. 48,
1974, p. 234. :

2,
Ibid. p. 236.
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"Art and Environment" was utilized as a theme in 1973
. for‘Roving Art Carts. , Bas;c artrinsgruction was provided in a
wide‘rénge of workshop experiences utiiizing "found objects" to
demoéstrate the in;e}-relatio?ship between art and ehvitohménté _
Suppéttivé visual aig, cataloéués and a curriculum were also available
in a pqrﬁfgrio on each cart. There were five carts; three similar to
one horse vans, and -two. about the size of a vendor's gart.' The
prograﬁ‘opErated in cooperation. with thé City's Department of Pgrkg
‘ 'and Recreation, visiting 56 sites from two days to a week.l |
Miss.Gans, in evaluating the three proiects stated: "All of the pro-
grams suffered from béing,short-term events. However, all thrée had
quality._ Wévfound that having a staff especially adept at cngunica-
tion was more important thén a=staf£—with imp;essive_;eaghipg qualificé-
~ tions, although we aimed for personé,with.both abii'lities,."2 Little
prograﬁ evaiuation was attempted during the first two summers. By the
third summer, this was rectified ﬁy'having—éhersummer staff keep daily -

logs including statistical information, descriptions and projects,

and general observations. Reports were madé by the regulaf staff,

‘which included pPhotographic documentation. Committee members visited
sites as did prdfessibnals'recruited'asrevaluators and their observa- ) b
tions were—inéorporatéd into the final're’port.3 - In her final report,

Miss Gans reminds us that the programs were part of an‘iexperiment

and for that reasoi could afford to be flexiblerand éxploratory.3

1 . .
Susan Gans, "PCMP", Carnegie Magazine, Vol. 48, 1974, p. 237.

2 -
Ibid. p. 238.

-
* - . -

=

3 .
Ibid:-p. 238.
= p\




Drama Section - The Extension Program
In the summer of 1968, a new phaseiof the Division of
Education communityreducational program mas begun nnder the super-
_vision of J. Brooks, Dendy, III as an exploratory pro;ect ‘The
:summer workshops, called "Creatadrama" worked with children' from
’ages five to eighteen 1n three age grouplngs. Two original'plays
were, produced at the end of the sunmer workshops. 1 A grant from
.the A.W. Mellon Educational and Charitablé Trust enabled the
'bivisIon of'Education/to establish an expanded program for~three"'*"*f”_“*
years: Homewood and the Hill DlStrlCt were the target areas for

. the Creatadrama Extens1on Program. “"The art of,Env1ronmental

R
Dramatlcs was brought to the classroom, gym, or audltorlum, via—

ta
palntipgs, semi-preCious arti-facts from around the world, and'thei

A

natnral’creative happenings of environmentaliInteraction of the

students with Mr. Dendy. Teachers at the $chools were invited to

P . - s w2
participate in ‘workshop- sessions.”

" The program was extended to- other schools in the city .as
well as the surroundlng suburban communltles. At several of the
schools, the format was,poetry and drama- of Afro-American writers.
A festival of Original Musical Dramas was held at Carnegle Instltute
and 1n three other locatlons in conjunction with an art exhlbltlon
of member s art at the East Liberty and Homewood Libraries.

_As Mr.‘Dendy*sums up the first year of the program, he states:

+

] l . ' ' , -
. Twentleth Annual Report-Director of Division of Education, s
1968, p. 15.

2 ‘ .
Ibido ’ po 1670




"Carnegle Institute provide the approprlate setting for- -
teachlng tke heart of the city's youth via Environmental
Drarfa. The list of "fr1ends"’of the Drama Section is far: -
reach1ng ard - constantly growing. . The proof was the fall
sessions of in-service courses offered teachers and the |
opportunity to correlate to various university programs .
such as Library. Sc1ence, Speech and Drama, Sociology .and
Psychology, and the Humanities and iZducation. The -grow- -~
ing pains, have been great and many, but the results of

our trials and errors have shown positive signs."

In January 1970 the Drama- Sectlon!s staff of four, moved

out into the community with eight structured—presentations.‘ They had

developed mater1al in the related arts cover1ng opera, puppetry, modern
—-——«-n.Afro~Amef1caJ dance, cla551cal ‘poetry and modern 11terature wh1ch was.

. structured to tte levels of need of youngsters in k1ndergarten and

grades 1 through 12. The Drama Section staff part1c1pated in re-
\ e
medial ‘reading workshops with the Un1vers1tyaof Plttsburgh and Carlow

k4 Y

;College. Vlslts were made to nine cities. to study related educational

. 2
art programs. - o

The 1960 summer - act1v1ty involved sixty bovs and girls
- Q” -
from Plttsburgh Upward Bound Program. " College . students from

‘Duquesne UanEI;ltYr Carnegie-Mellon Un‘ver51ty,«Sllppery Rock
State College and the Un1vers1ty of P1ttsburgh part1c1pated in moreé
than twenty work sessions.. 3 T ~

;:During the?ooncluding year of the;program, "The Talking
Theatre" waStdesigned’andﬁa renovation of a—section—of the Division's

ground-level area was renovated. The exh1b1t, "U:S.A...?...1971-72"

gave a visual commentary on 125 drawings, pa1nt1ngs,.pr}nts,‘and

r

1 ’ v
TWenty-flrst Annual Report~D1rector of Division of Education,"
1969, p. 19. -

-4

2— -
Twenty-second Annual Report-Director of Division of Education,
1970, p. 15. - -

Ibid. p. 13. . Y

-
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-

sculptures . giving a visual comhentary on Afro-American art. By, the

end of the year, a total of %01 artists had visited Pittsbuiéﬁ to .

‘participate in this exhibit. 1

Mr. Dendy'states in his closihg‘report:

ey

"In summatmon, the Drama Section has attempted to explore new
- methods of sharlng the creative arts, and at the. same time
broaden the scope of its basic concept, Environmental Drama... -
s which now means to the museum - the educational process
"~ by which young and 0ld can find a fresh approach to the art .
of the natural sc1ences, the fine arts, and a means to )
relate the content of the museums to the community-atrlarge." 2

S . ' {

*

- —
- l ? ’ 3

Twenty third Annual Report- Dlrgc{g; of Divisioﬁ of ﬁducation,
1971, p. 12. - )

2
Ibid. p. 13.




Dr.: Selma Burke - Sculpture Outreach Program

3\ ‘ ’ ’ 1' s

Dr. Selma Burke was sculptress in residencé at Carnegie e

_ _ B ] .
Institute from 1970 to 1974. In a cooperatlve venture between

‘\

;- " the Plttsburgh Public Schools and the pivision of Educatlon of

-Carneqle Institute, Dr. Burke gave\1ecture/demonstratlons in the
. 3
clty schoolsi ‘Her program also extended ‘into the,private, parochial

and suburban schools. lIt was my pr1v1lege to observe Dr. Burke .
+

i glve a lecture/d‘ﬁonstratlon at Knoxville Junior ngh School.

This observation:was written for The Pittsburgh Juhior League . .
| ‘ , ' 3
Magazine, Lights,  April 1970 (See Appendlx'F)

Sponsored by Carnegle Instltute, Dr.. Burke established

// The Selma Burke Art Center in East Liberty. Adults and children

i

part1c1pate in classes and workshops coverlng a wide range-of arts

-

and érafts 1nclud;ng,dance, dra=a, photography, ceramics, weaving and-
" graphic design. The -Center also sponsors concerts, plays and poetry

readings as well as a Sbmmer Enrichment‘Program'.l

y /
1 .
Seventy-nlnth Annual Report, Museum of Art, December 31, -1975,
'Po 190
J
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"FORMING THE STRUCTURE OF A NEY SOCTETY

WLTHIN THE ‘SHELL OF THE OLD:™
A STUDY OF THRSE LABOS COLLEGIS AD
THEIR CONTRIBUTIONS {0 THE AMERICAN TABOR MOVEMENT

! VJIN’I‘RQDUQTIOH
Public educati on and 1abor‘ organizations. repr;eééﬁted ‘o é.pf)roachés
**to social amela,or;.tlon for the American working-class during the nine-
teenth centt.ry '-Ihen thess two opt1 ons- proved to only solve soc1a1
problems in ‘a pj, ecereal fashion, many °1ements of: the 1abor~ng class
‘,sought a dlfi’erent, _more. encomoassvng solutmn of a new soc:al order
controlled by the workers. Cﬁle proliferation oi‘ socml theorﬁ es among
American educators and the- developmnt of a promnent radzcal, 1deolog1cal
i‘actmn within the workmmclass duz‘mg the early part of the twant:reth
century further kindled this goal. An -educational program- fomulated A
by workers' for workers i‘un,cti’one&:‘ 2s the vehicle for this sociil trans-
_formatigrx. A . Lo
’mrdugh case studiés of three of these educational exp,érn'mhts--:
Brookvwood- Labor 'Cgllege, ‘Cormonrealth Labor College,. and “ork 'Peoplés’
Céllegg-~this 'sfuéy l},istor:icall,v‘ exam:’enes t;.;ue purpose and‘ the pro}rams
rof on2 phase of workers! education, the Amerlcan Labor Collere Movement

of thP 1920‘3 and 19305, T —— L T

SCHOOLTNG -AI'D THE AMEDTCAN WORKING~CLASS

During the first half of the nineteenth century, ovublic schools

03




>

~ Pittsburgh Survey, Homestead, cogently -illustrated this points

were created and promoted as a means of improviag the social condition

of American society through the promise of social fobility., Horace

Hann's report for 18148, "Intellectual Education as a Means of Removing

Poverty, and Securing Abundance, * emphasized this ideal: ) - “

Education, then, beyond all other .devices of Human orgin, is
the great equalizer of the condition of men--the ‘balance=Gheel
of the social machinery , . , it gives each man the indepen-
dence and the HEANS by which he may resist the selfishness
“of other men, It does better than to disarm the poor of their .
- hostility towards the rich; it PREVELTS being poor,* N

7 However, was Mann's dream-of social mobility realized through the schools?

In e Soctal Gondition of Labok, E. Ru L. Gould revealed, in 1893,

that approximately eighty-five percent of the total income necessary to

-

sustain. the typical working-class faéni.—ly Was earned by the father.z'

Children, for the most part, had to work in order to relieve this serious

=

- deficit, Thus, "by the early 1900's, about 1,7 million boys and girls

under the age- of sixteen irere hired for long héurs of work in the- fields )

and fac’fc.ories.,!'3 Fducation, in short, represented a bad investment for

the z:!prking-cla§s family, - Margaret Byir:’g'bon's 1910 contribution to the

My impression was that the Slavs(steeiworkers) did not consid-
er gducation 2 good investmens, Instead, they were anxious :
to secure the addition of the children's wagés to an income .
that was truly slender enough. )

Yorse yet, hazardous job conditions often resulted in mtilation or

-death for many of these young people.

Tor those feur working-class children who could attend the public

schools, the situation was not much better because these students were

usually channelled into programs uhich did not generate soci.al modility,

fn examplé 5f this vas. the. cooperalive educaticn movement, depicted by Paul

¥eBride in "The Co-Op Industrial Educztion Experience: 1900-1917,4 which

o4
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involve

d "a public school which covderated .closely with lécai industry 5t

in the formlation, control, and staffing of its industrial education

program .., . excused parti cipating pupils to work as aporentices in cA

»

local factories usually orf a half time basis,"S Rother “than meet the

. ( “ . . )
needs of the students, this innovation'sarvdd the intercsts of the,, . ’
-employers:

>

‘The industrial education movement was. clearly exploitative,
Students or apprentices worked for s eriall fraction of their
v . sorth to the company, In some cases, industry literary in- .
) . dentured them under bond. or contract,, Tné educators.and ’
e st ——inustrinlists carefully plann.d the ‘academic education for .

the parwicipants in ghe industrial progrzm to instill ohe-
dience and docil: e,

This pfogram not only -provided cheap labor for the factory -ovmers, out . .

it trained young men to. be *.Joz-kers;wlhéformai—schg’qi‘s—co_mpmte.l.y A

3 3

ignored the s'()c:i'.al rovility concept in this case, In addition, the ] -8

/. academic segrﬁent -of the schaol purposefully indoctrinated the vorking-

. < A .
class students to respect -and to uphold the economic system which

blatantly ranipulated them, - g

THE AME:ICAN FEDEZATTON OF T,ABOR .
- AND ThHE WORKTHG-CTASS -

-
~

- >

) * 3 By = .
s while the formal school netirork did not suhstantially improve the . :

social existence of the vorkers, wany attempted to solve their plight

‘ ‘through labér organizations, To be sure, the imsrican labor move.ﬁlen”c
’ \

tzfas,;nqt a monolithic cxperiance, Hevertheless, by the turn of t'ne\ century,

the American Federation of Labor assumed an important vrole among labor

EN

_ — -
e

‘agsociations; Formed in 1886 as a ¢onfederation of craft unions, the '

3

AFL jgnored unskilled, industrial ani farm worers. This exclusion ~

- policy -aprlied to women, Blacls, “and imnigrants as well since thoy domi- -
. B - .

nated the unskilled ranks' of the '.'.-lorkers.7 The ATT,, therefore, functioned
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as an' elite: organization since it only recruited the aristocracy of the .

Working-class, .

, 7}breovef,, the §f1‘ladcration nqu.ntaingd close ties with the National
~ Givie 'dee;:ati.bn. The NCF, created by Ohio i.ndustztia.lis;t Mark Hanna in
» 1900, —cong:“sted of busi';less leaders, cierg,ﬂ academicians, . politicians,
. 7 ;gx_xd ,consexfimtive trade unionists, . -:J. Ogden 'Armour','of ‘Armour and'. 'Comi)any,
:~.’ '-'I;oui's,F. Swif;;— of Swi’ft and\(}o;npany, Charles M, Schwab of U;xited States’
: Steel, Elbert H, Gary of the Esde:ra]? Steel Company, and Cyitu,s, H..
McCarrric’f 'c'>f the lcCormick Harvesting Com;any .repre;;e.nteii some.of the
pr_omin_gnt employers gprolled in the NCF, H?ny had w_orked m_th Jde Po 1~Iorgan

* in their dttempts to eliminate unionism from their respective industries.8

In addition to Samel Gompers, who was a-charter member, the NCF labor

-constituency jncluded: o
. +e o o the heads of the Railroad Brotherhoods, thé presidents
of ‘the iron, 'steel arfd. tin workers, :granite cutters, long-. .
shoremen, machinists, iron moulders, printers, garment vorkers,
. - carpenters and joiners, bricklayers and masons, gtreet rail-~
. way employees, boot and shoe ‘workers, bottle blovers, stationary
' " ‘firemen, and textilé workers® unions.?:.. -

) The objectives of the NCF entnjled the elimination of st ikes and
direct confrontation as a hedge against radical unionism. f.flﬂen a 1ab,of
controversy occurred, business élites, 'labqf 1e;1dcrs and representatives

of the general public assembled’ at a confercnce 6,1' a ‘dinnor-banquet in

.

. - order tu resolve their diffevences. It was hoped that this friendly

:.Nm,ﬁ_‘ . atmosphere woul¢ produce a peaceful settlement vhich would benefit all

of the participafits, "The objective was clear. Rathor than smash
" unionism, this section of the employing class sought. to emasculate it,
to ensnare the labor leaders into a conscious program of collaborating -

> ’ with the emplo},fors, roobing the werkevs of their wigor, militancy, and

the spirit of their class,"10 As.a result, broad social refor\rqs, such

&

o0 ﬂ




-alleviating the economic hardships of its members, 11 . -

suffered.many setbacks—-as-well, - - wormeom -

as 'wealth redistribution, did not become an integral part of the AFL .

strategy, Ihe AI‘L, 1nstead adhered to a polwv of pure and sirmle
businass unionisnm by only bargaining fop higher wages as a mgans of

Although the 'AFL=clonstv‘ tuted the largest lab‘or astsqciatiqn durir;g
the earlv 1900'3, the *najo"ity of workers remained unorganized, By
1920 for exanple, scarcely nineteen percent of the 26,000,000 total wage
earners COle claim membersh-np in sore type of labor orgainzation,12
The. AFL only accounted for ‘a portion.of this p2rcentage, »

After years of striggle, the uopking-class maintained a frustrating
and futile existence within the Provailing economic sy'sten. The public
schools did not benefit the worker end, in many ways, galv:;nized;the
subordinate social position 6f the workers, Morcover, the predominate
labor organlzatlcn, the AFL, sv_detrpcxed worl'm:g—c;lass issues by attendiné -

to the interests of «cap:.tal. Bacausé of the ATL's weak stance, not only’

were the grievinces of unorganized vorkers ignored, but organized ¥orkers

. i .

H

SOCL’\L THECRIES OF AI'ESIC.’HI EDUCAT’.);‘{S

Best known for his chi id centered “hﬁlo.;onhj in education, John-

Dewey also urote about many of the social ani economic problems of his

. day.' In a2 1918 aiticle entitled "Internal Social Reorganization After -

the Yar," Dawey outlined unerployment; the "degraddd. and inhumen ‘standard,

\,

\

or scale, of living of the working-class:" and, worker alienation as the

<

major social and economic dcfi ciencies, 13 Large—scale sccial and
economic reforn such as th“ "f'oc:.allstlg" model of state guaranteed Jjobs;
& minimm waye"'”"hcﬂ'th and oldiage insura ence;" and democrats zation o;

the 'rorl'place tnrou'rh "indus w-nal socialism! exemplified Devey!s rec-

; -
¥ ' :
.
|
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These suggestions included a curriculum geared toward the social sciences

ormendations for lcorréc:b_ir:gi the si?tuati.on.lh-'

‘

The_ school, system, likewise, did not -escape Dewey!s scrutiny, As
he -saw it, the public schools actually irpeded social progress:

We are too apt to pride ourselves upon our public’ and-univer- ‘o
sal system of education without Inowing that .tho ‘great majority
of the population get the benefit -only of tho more rudi mentary
and- elementary phase -of our educational system, and that by
far the larger percentage of qh%ldrep leave the public schools |
before they have an educatipn.’l ’ ' ’

. - Toe “ - A
Consequently, Dewey felt that _educatisn-had to be reorganized as weil-in

order o better facilitate social and economic: change,. He stipulated -

these reforms.in & 1934 pamphlet titled Education and the Social Order.t6

'and«:smdent activisms. the eradication of 3ndividual compe tition and th&
emphasis of collective cooperdtions the abolishment of oljgarchical

management by a few school adﬂin%qtiators and the implementation of student

“ hd -

and- $eacher participation in the decision-naking process; and, 'fina';;iy,

the promotion of a-guit, educaﬁop.

‘George S, Counts set forth similar views ia many of his works,

Dare The School Bujld a New Social Order, .of course, signified the best

expression- of Counts? social criticisms: . s .

With (capitalism's) deifjcation of the principle of selfish-

ness, its exaltation of the profit motive, Jts reliance upon

the forces of competition, und iis Placifig of property above -
hunman rights, it wjll either have to be displaced altogether

or changed so radically i? form and spirit that its identity

uill be completely lost,

Public education, as illustrated in The Social Corposition of Boards of -

Education, wovld bo modified as well in order to serve all of society
rather than just certain social classes.18
4 .
While Dewey and Counts both admonished the existing class structure

and the sqhoplt's that perpstuated it, only Dewey proffered a clearcut

o8. -




Plan of social and educational .reorganizatiofi,

td

JFORKING-CL.ASS PADICALISM

The early decades .of the twentieth c@ntury represented one of the

more militant eras of Working-class thought and action, Naturally, this
zdicalism mansi fosteg itsclf in a number of Uays and in a varicty of
associations, but the leading organizations became the Socialist Party,

led by Eugene Dsbs, and the Industrial Horkers of the Horld, -
The Socialist Party, cfegtéd in 1901, strove for a new social order

.t ,
. controlled by the workers, As, Debs described it in 1904: -

The Socialist Party stands for abolition of the wage
sys’tem, for the economic freedom as well as the political
equality of the +working-class, ¥moiring that without the -
former the latter is impossible,

The Socialist Party stands for the collective o:mership

of the means of wealth production and distribution and the
oparalion of industry in the intorest of 211, :

* The Socialist Party stands for industry of the Deopley,
by the people, and for the people, that sealth may be pro-
- diced for the use of all instead of for the proiit of a ftew,

-and as- the bhasis of a real repuplic, in mich every citizen
shall have the inalisnable right to ork and to enjoy the
fruit of his labor,t
1 ’ - '
‘The Socialist Party hoped- to attain its goals through the electoral process. ang
it achieved consideranle success in its endeavors, JTn the 1912 clection,

1

Debs 6btainéd six percent, of the total ,Presiéential vote, ";‘-.t’ the sare
tin. “arty members h’éld their greatcst nurber of Fublic officas--gzome
.1,200 in 340 ranicipalities from coast to coast, anons thew 79 moyors ¢
in 24 states, w20

7"fhil_e the Socialist Party attempted to restructure Amerscan society
by t};c political route, the fndustrial viorkers of the dorld, organized
in 1905, struggl=d for the same idoals through direct action. ‘his method

involved the organization of all unsici 1led industriz). and farm vorkers——

.th no- exceptiodas for sex, race, or national ongin, The T4 successfully
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. 1ed the 1909 steslworkers! strike in McKees.Rocks, Pennsylvanias the 1912
- Lawronce textile workerst strike in Massachusetts 3 and, the free speech

carpalgns of the Northwest between 1909 and 195!,6.21 "The ".-;Tobbily led
e e

strikes were fought with reﬁoiutionary rhetoric , ., , were ﬁ&“—‘vi*oien,t,
. faan

, - R . —
‘relying instead on sclidarity (tHe “obbilies: magic “iord) wnd mass

. pi‘ckating."22 The IFI ‘preamble surmarized its goals. and methods:

Instead of the Conservative rotto, "A fair dayis wage for
a fair day's work," we.mst inscribé on our banner the revo-
lutionary ratchword, "“Aboliti on of -the wage system,

It is the historic migsion of the Jor¥ing-class to do
avay with capitalism, The army of production mst be orga-
nized, not only for the every-day struggle srith ‘capitalists,
but also to carry on production ~then capitalism shall have ]
been overthrowm,. ) : :

By organizing industrially we are forming the structure o
of the new society within the shall of the olé. . -

N ! AY

The Socialist Party and: the T/ essentially pursued the same objective; -

-

=L - B ~ . B
that is, a hew economic order which “ould equalize. social relatsons, -
) ;

-

. i i e T &
Although their methods differed, these -orginizations complemented.each

other quite well, ¥wor instar{ce', Jose;;h, Conlin, in Bread and Boszes Too,
related that the Sogiali 5t Party usually polled more voies in areas where
the T was the—,stronges,t.23 Furthernore, Debs openly supported the-
I not oniy ag a parts Qi.;_)agft at its’ founding convention in 1905, but
also-as late as his famous Canton, Chio, specch of. 19182k

Un-i‘orttmately for them, both groups opposed American participation
in "orld Var One, 45 a result, the Unite;i States Government tried l:md ‘
convicted Debs for his so-calicd seditious Canton s'peech— #hile TWY leaders
were beaten, jailed, and/or lynched, Although the Socialists scored an
impressive nurber of votes <1 the 1920 election--rith candidate Debs in
prison--the nurérical strength V:.i:id i cality of the Socialist Party and

the IR dindled with ‘constant government harassment,
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, . THE LABOR COLLEGE MOVEMENT

L Dissatisfied with the corporate-:m;,ifali,s@ svstem and the schools.
and labor org:mizatic;ns which supported it, enlightéried intellectuals

" -and nilitant labor leaders continued their fight for a new social order, .

but education now represented the principal means of" accénf)li.shing the

desired transformation, However, worker discontent with formal schooling

generated a new approach to education, T George Counts perceived the

situation as such:

Clearly, the fundamental motive underlying the labor-education
movenent 3z the .growing distrust of the public school. Thne
laboring classes are bacoming interested in the social and
economic order in which they live and work; they are convinced
that they are the objects of exploitation by the favored clas-

- —— ——Sesj;—they-desire~the poirer which comes from clear insight -
into the forces which surround thems -and they do not trust
the instruction which soci ety vrovides for them through- schools
controlled by boards of eduncation corosed, for +the most vart,
of persons representing the employers® point of view, In no-
other way can the.establishment and suppert of schgols of their -

own on the part of organized labor be understood,2?

_ . "4‘ :— - .
Radical labor leaders, such as James Haurer whe was Sociilist President

-

of the Pemnsylvania Federation of Labor, exoressed similar views. In

, -1922, Yaurer's article, "ﬁbor's Demand ‘For Its.CGim Schools, " virtually

- -

replicated Counts! analysis: '

Fron all parts of the country come hrdreds of authentic re- |
ports of restrictions put upon profeszors a2nd teachers who
would discuss labor problems fresly, But what else can we
expect? The boards of education and the hoards of L ustees
of the colleges and universities are cosrposed almost entirely
of influential business and professional men who have a deep-
seated fear and hatred of anything that can be constrved as

5 encouragemit to the labor movement., They ace extremely con-
servative, +if not reactionary, on all social and economic
questions, 2?2

v Sources i
Since the labor collezes had little or no affiliation, financial

or otheriise, with any specific union or any formalized educational

-
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institution, the schools represented a grass roots education movement
of the working-class, Brookwood Labor College,. located in Katonah,

New York, opened in the f£all of 1921 whilé Commonwealth Labor College, 1
near Mena, Arkansas, bégan to admit students in 1925, Intellectuais,
such as edué‘ators -and gradhate students, and militant vla'oor unionists
played jmportant roles in creating the schools, In both cases, many

of the greduate students had worked with John R. Cormons in the Fconomics

rDep‘ari';'mnt at the University of Wisconsin, Subsequently, they possessed’

an extensive background in labor history. .For example, “illiam Zeuch,

the main organizer of Commonwealth, earned his Ph,D, while 'sdf;i:ihg as

a research assistant with Commons, loreover, Georse Counts. agreed to

serve on the advisory committee at Commonwealth,2T Pinally, the

American Ibgiqration of Teachers granted local charters to the Broolmood

-

.and Cormonwealth faculties, i

«S,ome of“the labor suppgrters,, on the other hand, included A, J, luste,
James Maurer, and Kate Richards OtHare, Miste, of the fmalgamated Textile
“Yorkers of America, performed a eritical role in organizing and negotiating
the lonz but successful Lawrence, Massachusctts, strike of 1919, Jomes
¥aurer, Socialist and President of the Pennsylvania Federation of Labor,,i
also ren as the Socialist candidate for Vice-Presidént sith Hormsn fhomas

in 1928, Mastc and Maurer not only participated in the founding of

Broolziood, but both worked closely iith the school for many years, - IMaste

. acted &s Director of Brookwood while Maurer served- on the Board of Directors.28

Kate Richards O'Hore had served in lezderslip posts of the I ans had
begun to formulate plans for Cormwonwealth as early as 1923, Sh2 2lso
ran as Debs' Vice-Presidential candidate. onc year,

Unlike Broolwood and Commonwealth, Work Peovles? Collepge did not

62 :




oz-j_gimfte as a school for workers., Instead, the school evolved into ,

the «i:xorkers' education movemcnt, In 19(53, Binnish immigrants of the
}:ational Lutheran sect opened the Polk School in —I-h‘.nne;;polis, Minnesotas
it vas later xrioved to Duluth, The school functioned primarily to pre-
Serve the religious and ethnﬁc heritage of the Pimns in that areca, and
claimed both 2 semins ry and- an academic program, Share holders pur~
chased stock issued by the school in order to {inance its pperations.29
In 1908 the Finnish Socialist Federation gained control of the school
through the purchase of a majority of the stocl, They adopted a new
name for the school, %ox ’fmg Peoples! Collegae, and the prograw strongly

reflected the socialist 1nI'luence.__!_I’heuschooluexgeri,enced"its I—:{s”c;

transition in 1912 when the industrial unionists, i,e., the I+, sup- ’

Planted the "conservative soci alists." Eventually, Hork Peoples?! College

received formal recognition as an T4 school ab the 1921 +obbily -Convention,30

Ironjcally, the anti-capitalist Iiddy, by acquiring a majority of the school's

stock, secured control of the colleze by capitalistic manipulation,

#hile Broo%rood achieved acclaim as the first fulltime residential

‘labor college 5.n the nation,oCormom:enlth vwas often referred to as the

Broolzsood of the Southwest, 31 In his autobsi ography of Comon’leﬂlth,

Fducational Cormune, faymond Koch recogn:.zed Worle Peoplest College as a
prototype of Brookwood and Gom;.zom(ee.lth as well,32
Pu?poses
The. goais of these labor colleges were basically ’c:::ofold and closely
reflected the background of their founders who were all "militants, severe

i

critics of the American Federation of Labor 'rho bﬂlieved' (in the need for)

a2 new social -order, 133 W*rst the. 1abor college =ovement stood for the

establishnent of 2 new social ordcr. Houever, these schools did not act

¥ 63
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as a "haven from the evils of capitalism,” rather théi.r main “premise
was. that the entire structure ‘c;f American societ;s; would have to be re~
formed and transformed to eliminate the disprders of an unplanned com-
petitive society. w3 A more equatable distribution of wealth would
-r_esglt. ) ,

The second orimary goal of the labor colleges consisted of training

labor leaders, This aspect was especially emphasized by the New York Times

‘When it heralded the opening of Brooliood:

Brookwood is expected by those who founded it to be the first
of a mumber of colleges for labor men and women, here they
ray gain a knowledge of social history and economics, and of .
logical precesses ,6§ thought necessary for the training of
"labor statesmen,"3 -

‘The labor colléges, in brief, groomed their graduates to serve in leader-

' ship posts for ihe labor moverent, 'Bxe"émdents uvere not trained to

Ed

be union bureaucrats, but to avail themselves to "fhe ‘'special interests

-of people vho must work fqr; a living--on farzhs, in factories, and stores,

in c;f;'i’cés o o ."36 It was not the aim'of these schools "to educate the

workers- out of their class,"37 Qonsementl&, the conservative -social

mobiii_ty enticerent for workers to better themsslves through schooling.

was conpletely disavowed, The labor college students, therefore, represented

uy def?‘.nit.e— part of the labor mow.vemen‘l;.'“:”8 It was hoped that once ’bhg

working~class vas organized into 2 solidifio:i group, ‘it covld exert cc;l-

lective pressure to initiate the ameliorations necessary for the re-

structuring of society, .
Hence; the goals of the lahor colleges rel‘lect%d z-rorkcf disenchantment

with the social mobility facade perpetrated by the nublic 3choolss

symbolized organized and unorganized worker discontont with the burcaucratic

and elitest AFL; and, drow ideological roots from the intzllectual and

64
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radical working-class philosophies of the early tentieth centory, These

schools served broad social goals rather than pecuni ary 1ntere°ts. The ]

labor - co],leges not only actively strived for a new social order; they )
operated as the model for the new society as well,
Program

The ideals of the lavor colleges were clearly reflected in their
orogran, Althongh minor djfferences in the curriculum existed betieen
the schools, their overall programs were rore similar than disimilar,
For example, the schools gonerally maintained a two Yyear progran of '
studies, Al o, practical activities sunplenentnd the academic features
of the program, Finally, the learning methodologies utilized by these

schools were often more innovative than those which were being employed

in the formal educational institutions at that time, These, schoio~ls, to

e sure, contrasted greatly with 13he typi.cal college, ’
» The first year erphasized the learning, or relearmnv, of rudimentary

;eading and writing skills, ih,tr"oducftory material related to ziorking—c}gss

conflicts, and basic concepts w’n:i.ch dealt with the social sciences,: The

.,chools devoted the second year to specific training in the labor struggles.39

The la.tter year, of course, recéived the greatest attention. The second
:;'ear program was -divided into "two headings: background courses which
analyze underlying soc# alr px'iﬁci.bles and experience; and tool courses vhich
equiped the workers to carry-out their st*'uggles'."hor Covrses such as
Wor’zing-class history, Harxian econowics, labor problems, irperialism,

e o o (2nd) proletarian literature" denoted the courses. offered in the
first area of study, ! Public speaizing, office course s, labor dramatis

and rusic, how to conduct strikes, picket lmns, conventions, and political

campaigns composed the second segment, It must be emchasized, houvever,

\_

J




that students advanced at their

otm pace through this program, Instead
of demnd:ng that the students should ao;just to tho schools'

requirements,

the schools adapted themselves to the students' needs,

No degrees were

awardeg and. graded evaluations were forbiddeg. Although Broolwood and

Comnonwealth became incorporated with their respactive states, neither

institution was -accradited,

o
I.abor dramas and oi‘f-camnuo strikes represented the more unique

facets of the currlcu"lum. The students performed thevr own cormpositions

or portrayed plays written Hy pro:t'ess1 onal playurights, As outlﬁ:med

by A, J, mste, quoted in an article 'n'i tten b,/ Helen Norton in Labor "

Age, the play served several fugctlons-

w .o

It may be ‘a means of self exproession, making the Labor Move-
ment more vital to.the worke:s themselves; it miy interpret
the Labor Movement. for-the public-in- ‘more- sympathatic and.
appealing terms than ‘abstract reasoning ean dos it may be a
means. of “entertainment, parti cularly-in isolated regions

where the poo& room and the blind tiger are the onl,/ means
of dzvers::.on.

'ﬁie students s'tage,‘d' their drz;mas for other students at the schools, workers

at union halls, and Brook.ood students even managed to present a play

on Broadway., #Tne séhoofs also encourased.students to organize and to

»

participate in off-canpu., strike activi ty. COT'UHOI‘IJn.thh, for instance,

-

maintained closo t1es with the heanly Black Séwthern Tenant Farmers!?

Union vhile many Brookwood ‘students and 1nstructo_rs became involved with

the long and brutal Marion, Morth Carolina, textils strike of 192913

The .students actively participated in all phases of the schools.

In class the students preforred a discussion format instead of a 1ecture.

In this manner, student experiences bécamc an ini ral part of the

’ 1, . . o
education process.l‘“ The faculties -consisted of a nonproiessional

staff and the schools, in general, relied heavily on puest speakers




which ‘included lavor leaders and -organizers and f.zditoz's.l‘ls . Since the

ERIC

Aruitoxt provided by Eic:

decisi.on-mnmg r2sponsibilities since they participated in school

s (8 - 15

v

z

colleges operated as democritic, cooperative commmnities, class sessions

often took placz in an instructor's cottaze, or a lesson was conducted

-

while the teacher snd student plowed a i‘ield (in Comon:realnh's casé )s

choppcd wood or washed dishes {',ogetfxer.116 The students alsc shared

meet;ngs, sometimes on ‘@ Board of Directors level, rt HJork Peoplc

College, for -examnle, buswness meetings werc held every ﬁlday night
with students in attendence,u Tais -communal s‘etting eng:ouraged a

cooperat:;.ve feelln'v which t“msferz-ed to tqe d°"e10'ment of fra.tornal

at‘b1tudes anong 'ror}—ers who.belonged to a common union and to 2 new

- 3 ‘ “

society, ’ : -
Tne schools' libraries were well stocked and sorved important roles, -
‘Ihe Comonwealth 11b1"¢_.r,y' ‘contained over 8,000 volumes whick included a

"va<'t ‘collection. of 1lsbor, sociological and economic’ digests, texts and

<

other .ro;:'ks.",48 In addition, .Commonirealth boasted - of its Museum of

Social- Change" which demonstrated the adverse relationsbip bstreen

C'xpzl.t;a»1 ism-and the worki ng--c'| ass through the dxsnlay of "tear-gas bombs.

and bloody lynch ropes, and depression clothing made of old sacllcing. "l‘? -
The celleges constructed their programs in deference to the precepts

of the schools and the background of the students, . Enrollment scldom‘

exceeded sixty students uh:‘.;:h ensured a lov ratio of ai)ox:t, ten students

for every teacher, Students were gene;‘rally in their twenties; from

farilies of industrial lahorers, farmers, or niners; a, possess'ﬂed a

plethora of v:‘.e:rpg;‘_nts fi‘rom ds ff;zrent sections of the country, Bxeept .

for York Peoples' Colleze “hi. ch mainly crtered to I‘m_m sh 10z ‘r" réy a-

. s

variety of ethnic and racial gronps abtended the SCﬂOOlo. Most of the

67
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- students had 11ttle formal *choolm{r. In facty “lork Peoples" Colleg'e
reported 1n 1913 that ovor one-~third of its students that year had

nsver been to Sf~bool 50 Th.m 1n’r/°nt: onal m:.xture of diversifiied back-

R - &
i - grounds, of course,. broadened the educatvonal setting,

Consequently, every chanai:teristic of the labor collegc program:

.=

,V1as f'eaMd. to'.-ta”d its jdeals, Tae cad°mc .,ub)ccts dramas, strike
act*v*tles, library and othnr adJuncts, such as Comon wealth's mseun,
- .11 depicted the deplorable treatment of‘ the :orki np-cless by the

" capitalist system. Hot onlj did the progian function to arovse tne

worker's cc;nscious, but the»'progra_'fn yrov:ided the student with the tools

necessary to imgrove the social thcii.w.dﬁ ofthe working-class.
o ‘Outcomes

. Obviousi}' ‘these schools produced considerableé cont*over y and
opposition, ;Outraged over cri—tioisms by Brookwood of the complacent

Y gttitgde and. we;jc actions of thé '.AE'L, Hatthew %ol1,’ Vice-President.of ‘
the AFL and actlng rresident of the National Civic Federation, bitterly
denounced Brooifwood ds a comr'nmﬁst insti tution du;'lnz the 1928 AFL
* Convention held in New Orleans. The charges.wore overstgted since
only ona Breolkwo. ' instructor, ;é.rthu;' Calhoun, was a knowm Cormmnist,
The accusations becams further exaggerated when Broolviood!s antagonists
labelled the"scn‘o'ol as anti-religious and a free love colony, Tnhe AFJ,
Exncutive Counc%i handled the case':-'.n an unscrupulous manner since
'Brookwood was ‘not. forewarned of the ch;;rges; denied access to the

9 incrinri_natiné evidences or, ;.ven zn opoortpnity-to refute tho aocll§ations,,

- John Dewey, in "labor Politics and Labor Educetion*,’" severely chastised

Woll and the AFI, for their underhanded actions.5! Brooiciood; though,

not only lost ﬁ;estige, bt the sc_hooi also suffere'd the yrithdraw of
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Lol funds and support by unions affllla.'bed with the Federati on.5 2 In 1932,

_because of a nnancwal crls:s at the college, Brookwood reduced its R o -

- a

staff .and student bod:; and cutback its erbens: on- progran.' Joh.n Devey, !

;o

;f Sincla’r Lewis, and .others sollclted dona.uons for Broolsiood through
* - . = (> -
an arti+«ic whi ch appeared in the Mai 53 Ho*reve“r', it was too little:

and tod late; Brookwood somehow managed to survive to 1937.
'Coxrmyomrea] th, on the other hand exoerlenced many attacks from a ’

varmty of opuonents. The flrst onslaught occurred as early as. 1926

i
L8

“hon’ the .brkansas American Isgion accused Cormonvealth of affi llatw' ng
with comunists and rece:’ ving secret donations from the Sov-ot Umon.

"Ilth tbe -help of the Arkansao deeratw.on -of Labor and: J, Edgar Hoover!s

demal of the Soviet co'mection, ‘Cormontrealth weathered this f-' rst

. storm.sl* Lat ter, in 1935 and in 1937, Cornnondealuh becane the subject

= %5

- ,of 1nve.,t10atvons by ‘the Arkansas Ieglslature. A Baptist minister, .
the Ku- Klux Klomn, and: emoloyers' onposed to. Comomrealth's association
. ’rh ith the Southern Tenant Pumers® Uni on had persuaded the legislature to

1mt~a'ba these 1nou1nes. Accus°d of seditious activity, sexual verver-

smn, and godlesoness,» Common*realth only endured because of the inter-
3> = . tﬂrl ¥
ventw on.of notables such- as Jane Addamsand H, L tencken,”” .Fortunataly,

<

. Comonm ont1 nued to rece.:.ve donations fron such supgorters as

- o o « Har arc® Tav Dean Roscoé Pound znd econom.\t Surmer Schllcter,

1abor historian John Commons, H, T.. Ibnc!.en, -John Dewey, Justice Louis

! * .
* D, Brandewé and Albart Einstein."so Nevertheless, constant harassment

.

bJ ant1-commum st and anti-~labor clem.nt..» forced” Com.on\leqlth to close

-

-, ' in 191 051 'copcoct'od chaz'ges of_ prorm.nently exhibitim}; the unlassful

- symbol of a hammer and a siélcle'; disseminating propaganda which en-

,co"uraged the overthrow of the Unjted States-Government;-'and, not dis-




. of tbese schools desi red--the complexdion of the American 'labor nove- ",

‘accepted craft vorkers 1nto 1ts membership. dith the formafnon of ‘the

&

playing the American flag hn campus.57 Although Broomood and Cormonwealth
supported end worked for the transformation of the unoemocrafn .Cy

American ca‘oltallst econonv, nelther setwol advocated the dlssolutlon

of the demor'rat:.c, rican political structurs, Host tragic, periaps,

was the fact that Commonvealth College, like Brookwood, was Mattacked
unmercifully by many who (had) pever been thére» s - o

. o - j
| Work Paoples! Colleoe survived to 1941 as well Thé reason for

1

its dsmise remains unclear, as yet, bscause of :L)m.,ufflclent data due

o

to Inadequate research sources,

b ot ’ . ‘ ]
1 ‘ coucz.usmus » SR U
Digd the labor- colleges create a new soc1a1 order" Although the “

social fabric did not ex;oerience a drastlc alteration--as the ideals

5 o~

ment did chanoe dur,ng the 1930'5. The Congress of Industrlal Orgam- S

-

zations V‘n ch recruxted uns:f:.lled P 1ndust1~1a1 'forkers efemplﬂ fled this

trans1 tion, The: Amer'z can-deer'ltw on of Labor, it may be. -recnlled, onl,f T

C10, a’great maiy worlre*'s fmall:,' received reorn sentation 3.1d*z'ecog- '
v

nltlon. Sub;.equeni:lf, tne labo_zj rovernent, became more universal due,

in part,.tc thé efforts of the labor college movement, In 1.96:'4,

Thoias Brooks,, in. Toil and Trouble, olaboratea this point:

Over the yea"s, Broolx food trained an: impressive nur'bﬁr of
veople who played a leading role in the founding of the
Congress cf Industrial Organizaticns and hawe .since filled
ma.ny positions of leadership in the unions.

Tc b sure, the Jebor colleges were not singly réesponsivle for the .

-development of the’ CIO. Houever, the schools! ideals closely corre-

s*oond‘,d to the pulosophyf and structure of ‘the CJ0. It cannot be denied,

0
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movement played an important part 1n

the transjtion of the lsbor movement from

therefore, that tho labor éollege

a predorinately els tist in- *

. stitution to 2 uwniversal working-class movement,

3

Were labor leaders produced? Although no sérsous research has
been attemdted.- in this regard, bits of information w2y be nieced torzther.
.\'bo provide somo picture of the role that labor college graduztos served

i\n the labor movement, One such’ illustration is Marius Mansome ‘who

recorded- these observations in 1941:

In the course of rore_ than fifteen years of actjvity, Brookwood.
trained .five hundred persons many of whom occupy responsibla .
, positions in labor and social novements today, Jf it could
. have continued another decade, it would ‘ProbabXxy have found a
means of survival, since rore graduates would have "?xgotained
to higher vosts from which aporopriations are votad,

Thomag’ Brooks, again; revesled an interosting rovelation about the specific

-

careers -of ‘some Brookirood graduates: ’

S _J-_FW_,Amgr,lg;,thgm:-:lene»t:-:o*‘,’.euther«Bpothsrs;—Victgrf and Joyy~-dfuliug———
i Fochman, a vice-president of the International Ladies Garmont
: Workers?* Union, Pose Pesotta, an ILGWU organizer actie in the
Akron sit-dovms, ard Clinton S. Colden, who with otaer Brook-

e —wood-graduntes-was active Sn the foundi ng of the Steelt-:orkers.él

Toreover, Victor Reuther later taught at Cormontrealth for a brief yeriod in

19.36.6?' ,Accordi.ngi‘_to Victor Reuther, in The 3rother§' ?eu-;her, other

- ’ Broo.'f.'.-foc?"d graduates such as Frank ifinn and Hat einoerg worled with the

- Reuthers in their UAY organizing campaigns of the late 1930's and early
19:‘40'3.;63 Thue, in a rclafively short veriod of time, Broo!'vood alumni

entered the 1lal:or movemont in substantial numders to assume imwortent
- H _ .

-

positibns. How mwy othner- labor activists attended these schools and
received little, or no, recognition for their deeds? The material is

not realily gyailable to answer this cucsts on, but it cannot be iznored
ar -

in evaluating thc siccess of those colieses 3n develoring working-class

€

lcaders. ’
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This paper represents an -extension -of choughts and ideas articulated in &
‘research proposal of similar concern("A study of attributions and teacher
dispositions to success and failure"). ‘The paper representssan effort to
‘review and: integrate a rather extensive body of existing literature which
‘shares a particular frcus relevant to enhancing our understanding -of the

- social~psychological dynamics of the teacher-pupil relationship -as it re~
lateé'té.qasual'35ctiptions and achievement related behavior. In additiom,
‘the paper -can be thought of-as an attempt to demonstrate the utility of
mweaningful applications of theoretical works in this area to a real-life
problem situation.

*Ronald Barrett may be reached at the Department of Psychology, University of
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- Reflections on the Relevance of Attribution Theory

to the Educational Process

- o

Since the time of‘Fritz ﬁeide;'s (i95§)‘analysis of person,perception, the area
of study, later called "attribution theory"”, has beenweutensively’developed—and ex-
plored uia many avenues of soéial concern. Some of thé more ambitious and productive
efforts in this areaihave been, directed in the study of achievement related behavior.
In a recent book, WEine; (1972) rather convincingly demonstrates the significant im-
* plications cof attribution theory for the educational process. A number of relevant -
studies in the area underscore the importance of studying -causal attr1butions as they

influence the llaelihood of undertaking achievenent activ1ties (Weiner, 1970; Weiner,

Frieze, Rukla, Reed, Rest, & Rosenbaum, 1971), the intensity of work at these actlvi-l

“

ties and the degree of persistence in the face of failure (Meyer, 1970; McMahan, 1971)

‘A number of studies (Weiner & Kukla, 1970; Kukla, 19725 Meyer, 1970) have examined "

the influence of one s causal b1ases (individual -differences) when 1nterpret1ng out-
/

comes of success and failure ‘and the implications for achievement strivings. Still

-

other investigators have examined the differences in causal ascriptions of partici-
pants and non-participants in success and failure situations (Jones, Shaver, Goethals,
& Ward,,1968;'Beckman, 1970; -and Jones & ‘Nisbett, 1971). —
As our concern'is:with'teacher's:causal ascriptions of success and failure of
pupils—in—the context—o%'the educational classroom, these studies are very -much
Televant to our discussion. However, of particular interest at this point are’those
studies (Jones & Nisbett, 1971) which. report that persons tend to perceive their be-
havior as being determined by stimulus factors (external)d—while perceiving the behav-
ior of others as due to internal'traitS.’ Jones and Nisbett (1971) seem to suggest that '
when making attributions about othaers, effort may be perceived as a stable trait, yetas

=

an unstable attribute when making self-ascriptions. Beckman (1.970) report data which




- 3 * -

show that the role of the person, participant or observer;'nay be a crucial oetermi-
nant of quite different inferences about the factors determininé aChievementzbehavigp
Weiner et al. 21971) conéend that self-ascriptions of failqre as due to insufficient
effort produce different behavioral consequences from those resulting from self-ascrip-
} tions of failure perceived to.be caused by a lack of ability.
- In the failure situation what then are the behavioral implications for achievement
' strivings if the causal ascriptions‘are made to a lack of effort vs. a lack ‘of ability?
To begin to answer this question we would have to know’more about the relationship of

thefcausal elementS‘ ability, effort task difficulty, and luck as they gelate te in-

fluence outcomes. Although Heider (1958) goes to some length to explain the concepts

<

“ z

) in his formulative stategent,of causal analysis, he does not specify the mathemagical
S - | ol
= relationship between the elements.  Weiner et al. (1971) present a clever classifica-

e

~ tion SCHeme 6f the causal eleméﬁEE’Eéparatjdg them along two distinct Jdimensions: locus

-of control and stability. This classification scheme has ‘proven to be valuable 1n }
s . - e

enhancing the understanding of the relationship of the elements along the dimensions

- o ,

in the proposed scheme as it warns against confounding the two dimensions as geﬁerallyt.
2 - - ? .

characterized'by—past research. Locus of Control Dimensiogff .
. . - " Internal . External
'Stahility Stable ahility, ) task difficulty -
diménsion - - - ) :
Unstable effort Luck . :

In Heider's (1958) original statement on the attribution process, he distinguishes
N

between two determinants of behavior: "can" and "try." Can may be’thought of as a ’

-— €

relatively invariant (stable) property of“the individual (i.e. intelligence, ability,

etc.), while try 1s determined by the momentary intention and effort expenditure of

'3 -

the actor. In achievement related contexts, successful outcomes'may be explained in

=

terms of high ability ‘and/or effort, while failure is perceived as due to low ability

and/or 1ack of effort (Weiner, et al., 1971). Jones, et al., (1968) report data which

show that the pattern of ‘successes and failuges over time may have a significant effect

£

o
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on causal aScriptions (as the judge may.employ a “"discounting" or "augmentaifon"
o ’ )
. * “’strategy to {make Judgements about ability, effért, task difficulty, and luck). Weiner
| : ) ’

'—v‘et:alr (l97l) contend that the percentage and number of prior successes and failures;

o, . »
% .

: < ¢
n patterns of performance, time spent at the task, co-variation of the cutcomes with

B

4. - incentives, and a multitude of other factors are among the cues that one uses to infer

- = <

attributions of causality. Frieze andaWelner '(1971) have demonstrated that thetre are

~ : -
.

great indiv1dual d1fferences -in the information used to infer the causes of success and

> ] - A
failure, as4well as the manner in°whi~h informatlon is integrated to reach a causal

”, -

judgment. Weiner, et al. (l97l) contend that if past behavior at a task is attrlbuted

1

'by *he actor to the fixed (stable) factors of ability or task difflculty, there should

4

Y be’ fewer atypical aspiration shifts (increasing aspiration after failure or decreasing

aspiration following success)- ‘than if; the outcome of the prior performance was ascribed

o *

-to; the variable clements of'luck or effort (unstable)
] w7 (‘ -

. ’

-

~In the;context of the'educational classroom, theé teacher is_often seen—in the role \

X . ~ - - <
~

gof the observer as she" mon1tors the performance and progress of her puplls. From these

v . ~ <

-observations of pupil performance causal ascriptlons of -success or failure will. deter-

- ‘mine the degree-of praise or repr1mand. Studies examinlng the allocation -of relnforce—

hent as'a,function of causal ascriptionS—suggest that reward and self-pride iSthightened

* o

when sucé2ss is attributed to effort and low ability, while reprimand and shame is
=t . . ) ‘ A . .
: most induced—'when failure occurs given'ability—but no motivation (or effort) (Lanzetta

. F A !

L Y

: & Hannah l969' Welner & Kukla, 1970' Kukla l970 Cook; l970) .

2 3
v . N

Therefore it is sugge ted that a student's reward and feeliﬁg‘ of‘self—pride is

[y >

‘enhanced when success is dttributed to effoft in spite of "low abillty, and- -the

N :
. 1 - . ~
. . “studeat, experlences moreﬁshame gnd reprlmand when "failure occurs-because of a. lazk of

LS . o / . ) LT .
h I q’(, * !"‘ .

_ motivation in splte of ablllty. s ) - .
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-situation and her findings show that\teachers believe that they are more responsihle

"~ Rard to‘come—by ~ they are often‘misdireotcd by a’nuuber cf biases in the person as a

~ Frou what’ we know about the differential effects of the prospective of the actor

-

.and ‘observer (Jones & Nisbett, 1971), we expect that-the'disparte pdtterns of -attri-
. N

butions to conzras gly effect both teacher and pupil and have parallel bchavioral

implications (Note:"attributiqns do have behavioral implications on the part of the

LN

teacher, and her behavior can/does effect the motivation and aspirations of her pupils,

-
2

as suggested by the work*in;the expectancy studies.)'\
Expectancy studies examining teacher expectations and pérformance (ﬁosenthal &
Jacobson, 1968) .emonstrate that'ability expectancies have inpl*cations for teacher

attributions concerning the cHuses of success and failure, and these attr1but10ns may
1 N
&

have motivational'consequences on,the part of the teachet and the pupil. In-these
R 1w P -

experiments teachers were given fraudulént high expectations aboL the students’
abilities (experimental group), when in fact the students' abilities were arerage.

In situations of failure, teachers were believed to have made causal ascriptions to

<
. a lack of effort, rather than low abili:y. However the teachers may have communicated

these -expectations to the pupils . and hence facilitated subsequent achievement strivings

.

which may explain the aprreciable &1 fference in 1nte11ectua1,development of the ex-

£
.

perimental group with the control students (Weiner, 1971)..

Beckman- (1970) studied teacher-pupil evaluation of performance in an exper%mental
6 . ) ~.

=

fér—theaperformance of pupils exhibiting imrroved performance over time-than for the

oqtcome of pupils whose performances progressivély deteriorated. Interestingly enough,

a group of observers stated that in their judgment the teachers were more responsible

for the deteriorating than the 1mproving performances. Weiner (1972) explains these

“

findings by suggestin that the ego—enhanclng and ego-defensive attributions are llxely

to be made when one is directly involved with the success and failure of others.

-—

. fe, = 2 ’ T, 3
In the context of the educatipnal .classroom, clear-cut veridical attributions are

- Y
M -3
. o

h] -

function of his level of participaticn and his use of the'informntion available t6 him




in making his judgment. We could also expect that”fﬁé;fttnibutjbn process becomes even

more complicated when one considers the social influencé of racial, ‘sexual, and cultural

. differences which may place a further strain on teachér-pupil interactions and ultimately

make attributions a "hit-n-miss” phenomena. As racial, ,sexual and cultural stereotypes,

Jprejudices, and similar ethnocentric "blinders” further incumber the individual, causal

ascviptions become a rather ambitious and complicated. process.

“ % .

Research done in the area of educational psychology show that, the attitudes
(ex"ectatlons and pe;c ptlona) and valiues affect behavior (Clark, 1965 Rosenthal &
Ja'obson, 1968), and what we read about the teachers”of the "dlsadvartaged" seem over-—
whelmingly negative. The iiterature generally viewsrthe middle-class teacher in.

relation to the'iowe:;elass pupils. Becker (1952) and Riesman (1962) agree that the

teacher's middle-class attitudes and values can conflict with those of the lower-
or disadvantaged students, and they often generate expectancies .of performance and often
-predefines students”™ successes and failures.

Becker (1952) Clark (1965) and Rosenthal and Jacobson (1968) contend that a

‘teacher's expectations influence the aspiration level and learnlng;of-the child and. these
expectations tend to vary inversely with the child's socio-economic c1ass‘ they warn
that ‘the ch11d usually perceives and fulfllls these lower expectations. Consequently,

cbildren usually behave the way thac they are expected to behave., Clark (1965) main-

taias that a "teacher’s ... attitude toward children is the oni; factor influencing the

L1

performance of children jn the ghetto schools (p. 47)," and all other explanations are

irrelevant; "the child of whom little is expected, produces little (p. 132)."

-

Often, in low socio~economic areas, new teachers have been assigned to teach

minoxity group children with little or no knowledge cf the child's‘cultural backgroundor

- *

- 4

the nature of the communities in which these childrea lﬁve.
Arriving at eight in the morning anl leaving at three in the afternoon, ‘they have
little or'no understanding of what, ‘happens to the pupils during the remainder of the

# s .F . ¥

day outside of the school classrocm (Orstein, 1968). - ‘ - -

[:R\f: :. . - i [ o //
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It is often pointed out,that teachers often start with zeal and energy and want to

&

do aa effective job, but are unable to fulfill their professional responsibilities: angd
‘therefore, they become frustrated, indifferent, angry, and often "learn" the wrong
. attitudes (Ornstein, 1968). Frequen Iy teachers expect to do a poor job and they A
rationalize their failures and_ use the literature to support their* rationalizations
and attributed responsibility of failure to the‘chil& (Ornstein, 1968).
It is ‘then conceiveable to imagine that the often'hostile environnient of the

educational classroom may facilitate a stafe of i'lezan:ned helplessness" in young chiyéren ]

«

as they are literally "turned-off" to the educational experience. ‘What then are some’
-8

plausible explanations as to why some teachers succeed and others fail? »Hhat is the
role of teacher expectations for success and failure, and how might these expectations

influence teacher motivation -and aspiration level in the classroom and ultimately :

1

" affect the child? .,

. £

" -McDonald- (1971) recently proposed that there is a "hereditarian bias" operant

in our culture which disposes some people to favor what he terms “genetic" causal
cu C P V 4

explanations 6ver'"envir6nmental"vexplanatiqps. Such a bias, he.argues, predisposes
the individual to. lock within the organism for the explanation of the source of its
difficulties, rather than to the social or’ societal factors.in one's environment.

_l./

‘Such a bias might operate as follows for,exazple, an explanation £ lack of ability or

motivation, an“internal quality of ‘the organism, might be more readily favored in a

.

causal ascription over an expianation of social dis.riminatory practices. There is.data

which show that the tendency to favor genetic over environmental explanations is well
pronounced in the Western world (Bronfenbrenner, 1968). McDonald (1971) contends .that

'people generdlly believe that genetically based characteristics are relatively ‘stable,
&

immutable, and unaffected by environmental manipulations.

¢+ . Given thc validity of McDonald's thesis and the reliability of Bronfenbrenner's

8g.-




e . ’ -7

as a function of our predispesition to make certain causal judgments. We already
know the implications of causal ascription§ to the stable. elements of the We{her et al,

-(1971) sCheme vs. the-unstable elements - no effort vs. cohtiﬁggd striving. In the

context of our discussion of the educational classroon for example, a teacher (or pupil)

-
€

who believes that the outcome of low performance is attributal to sometﬁing‘stable

g

(pupil's ability or task difficul’.v), will be less inclined to iniiiate additional

efforts to effect future outcomes since he feels that there is little that he can do

- to change things. Consequently, expectations and subsequent aspirations will be

s

lowered accordingly. Hence, such a bias may function is a "self-fulfilling' manner

and systematicaliy predeéermines,subsequent courses of action. Although McDonald's

(1971) thesis has been developed into a scale, the "Nat&rerﬂature Scale,” to assess -

-

the hereditarian bias and its relative componcats, more .work is needed in this area

before we can begin to understand how this attributional process works and how (if

N -

at all) it influences our behavior.- .

[

The problems encountered while attempting to study the social-psychological
dynamics of the educational classroom are numerous and are often interrelated. There

is much valuable .data amassed from work .already done in this area. These efforts |
A might be thought—af as stepping-stones as they éeem{tq be resourceful ‘dixectives of

the way which we must travel and toil before we can be more comfortable in our under-

.

standing of the Social-Psychological! dynamics of the educationzl classroom as it

(3]

rg}ates to achievement related behavior.
( .

. - .
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THE DYNAMICS OF COMPULSORY SCHOOL ATTENDANCE
N Richard Cooper _
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X

the child 11kes school, hz or she goes w1111ng1y. But even if the child

PR

THE DYNAMICS, OF COMPULSORY SCHOOL ATTENDANCE .

Children attend school beczuse their parents send them, because they

_want to attend, or becat.se the compulsory attendance law is enforced and.

"

" they mst attend. The six year old is sent to schedl by his parents; if

dislikes school, the parents- usually send ‘the child because there isno

legal alternative. Older children whose parents may not care still at-

tend 'school because they like it or because school 'serves as. a haven from

home and other problems School attendance is caused either by mot1vat10n

or by by the compulsory attendance law, . ) . s

The motivation of Parents to send chiidren— to 'school' or children to

attend school may be conscious or tinconscious. éarents hsually don't think
of all the reasons why the six year o1d child should be in school. At the

t:une the child ‘goes to school it is .the place for the ch11d in our society, .

. Howevér, some parents consclously decide to send their ch11c1ren to- school.

These parents may consider school attendance ‘as a way for the child to

'break out of the pove1 ty cyc1e or a place where the ch11d will be babysat

for part -of the day The same applies to the ch11dren. Some go to school
m.thout consciously dec1d1ng, they accept that it's just the place for child-
ren to-be. However, some children do have conscious and explicit reasons
’for attending; to learn, to prepare frr a job, to be with frandS, or to
escape from home.. Rec.SOIIS for the ch1'ld not attending sci.,ol may be either
=conscious or unconscmus. Consciously, the parents may not want the child
in school, or because of other probleffls,, they may. not place a high priority
1

. 91 .
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priority on education. The parent may consc1ously want the child at home

to help- w1th the chores or to care for younger 51b11ngs. Unconsciously,
’ havmg never been to school, a parent may not know-encugh about school
" to want the child to be there. For such parents, the compulsory

attendance law should bé, and often is there,. ready to provide the push
: <

which the parents need to send their children to ‘school.

Parental motivation, self motivation, or the compulsory attendance

s

law are the three reasons that all ch11dren whc are in school are there.

Those. ch11dren who are not in school fall outside the above catagories.

Placing the three forces for school attendance into a medel to illus-
trate it, we can see that children are sent to-school because of one -or more

-}

- of these three reasons.

il

CHID'S DESTiE > -

—_— 5 | SCHCOL
PARENT'S DESTRE B - ﬂ
COMPULSORY ATTENDANCE -

‘Figure'i."
Butvwait, do,' the parents of the handicapped child', who. is not -attending
~ school not desire that the child attend school? Or ‘the child h’imsel’f, does
this child not desire an education? As in most states the law does require
that these children receive an education, are such laws just not enforced?

Or what about the non- Engllsh speakmg child who is not in school are the

- three reasons for school attendance lacking in this case also‘? Granted, some

parents don t want their children in school and some ch11dren don't want

to be !there, but then, where is the -enforcement of the compulsory zttendance
f ' I . '

i
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law? But is it only a lack of enforcement of the compulsory attendance
law which keeps approximately 5% of the school age children ot of school
in the counfry?l This may aécount-fbr some of those children out of

school, but many parents and children find ‘that there are barriers to

7

schqolrattandance. o .

There have been and are barriers t6 school attendance. - These barriers
_are effective ways of negatinégthe effect of the desire of the parent or
child to atFend scﬁool, and-negating the ef?ect of the compulsory attendance
law. .In general, the legal bafriefs are more far reaching, educational
pblicies in the middle, and inabilities usually éffect—fhe individu%l child.

There have been laws, and possibly still are laws, which4keep chil?ren

out of school. ‘These laws are eifher part of the school code or they are
la?szwhich conflict w&th the school code. In 1906, Dr. Néthén Scheafer, -
ﬁéhﬁéylvania's Supefintendent of Public Instruction,descriﬁed one such igy.

As. the 1aw now stands the unvaccinated child has no school
~privileges and must grow up illiterate and unprepared for the -
duties of civilized 1ife. For under the existing statutes

the unvaccinated child is excluded, not only fromzpublic school, .

‘but also from private schools and Sunday “schools.
The migrant éhildren,;n thévearly 1900's were excluded by law from the

schools in Pennsylvania and New Jersey. Lowry reported iﬁ,Migrants of the

Corps that the children in these two states who worked the fields could not
attend ‘school because they were not resident of éhe states where their
barents*were working. The parents used this to their advantage. Thef would
© " go out of ‘the s?ate to work and -thus could use fheir children in the fields
‘éince the children could. not attend school.3 Until 1913, the State*Statutes‘
of Pennsyiﬁania permitted schéol'districts to .allow orphans and other insti-
tutionalized children to attend schdols in the districts where they weré

institutionalized. Apparently some districts did not permit these children

83




in the schools because in 19i3 an act was. passed which required the scheol
.districts to allow their children into the s_c:hools.4 |
Exanptlons and exclus ions are another aspect of the legal barriers.

The school code of Pennsylvanla has a provision which exempts the phy51-
cally .and mentally handicapped whlch is essentially the same as it was. in
1895, vhen, the compulsory attendance was first passed in Pemnsylvania. . This
provision enables the school board to exempt handicapped ch11dren from attend-
ing “school. A child can be exempted rather than having educatlonal fac111t1es )
provided for that child. : / ) ‘ ?

V In Pennsylvanla in 1937, a law was enacted that requlred that ch11dren
achleve a mental age of four and a half before that child could begm pub11c )
school, and in 1951 th15 law was amended so that _the child had jto have a
mental age ef 7571x— "5 The effect of this law was ,to,,keep the mentally ‘handi-
capped out of the public schools. In 1937, a—grovi’ision -was passed which
' freed school districts from the duty of ,prgyidihg -Ts;i)ecial p"lass?es for the
feebleminded if thete were less than» ten ’sﬁch ehi—liireh 7in the distr—ic:t.6 .
These ch11dren were then the- responsibility of the Department of Welfare. ;
, So if the nine mentally handicapped ch11dren in the district could not find
a tenth, then they were excluded from the public schools. In that same year,
a ,ptovision was passed ih i’er_msylvania which enabled the echoqi; districts to
exclude, with the approval of the State Division of Special inchation,
chﬂildren v;}fo were unable to profit from further puhlic schooling and to

exclude those over 16, without State approval, who were unable to profit

from further sch’ooli_ng;7

. (HILD'S DESIRE - | 1 :
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The second barrier to school attendance is educat10na1 p‘alaues “These
policies come at different levels There are rules, regulatlons and
standards which are manddted by 1aw, p011c1es establlshed by ‘the Stafe
Office of BdllCathIl, policies establlshed in the school districts; and

’ -even individual schools may have policies which exclude ch11dren from school.

In 1937, Dr. Ernest Newland, Chief of Special Educatlon in Pennsyl- .

vama publlshed temporary standards and procedures for the: exc1u510n -of
children unable to profit from public ;chool a,ctendnace. This policy stated
that since there were not enough mental clinics, public_school psychologists,
and ps'ycholo'gical examinérs (which were required by laut to examine the child-
ren for exclusions under section d413 of the Pemnsylvania School Code)
other people in the school were to administer the intelligence test to the
whole group of 16 years olds. Children who scored low ‘were- to. be retested

~ and if the parents objected to the results, a psychological examiner was
to be found to—conduct the test. Dr. Newland suggested. that someone in each
school should- have been familiar enough with the test to administer it.8
Ch11dren with an IQ measured at less than 50 could be excluded ch11dren
with an IQ between 50 and 69 who- had been in special educatlon and were not
prof1t1ng from it could be- excluded and ch11dren with an IQ between 69 and

75 -with behavior probl{ems could also be excluded. 9

>

?

Thomas Cottle relates‘ a cas'e in his book of -a child who w?ag a bedvetter
who was suspended from the pub11c school because the administration claimed

< that the child might wet himself dur1ng school time. There was no law say-
ing that he could not attend, the pr1nc1pa1 told his parents that he could

go to another school, but as long as he had his problem, he could not return

=

< . -

to- this school. 10

.

- [} v - EE ’ .
So we see ‘that even though the law does not bar some children from the
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- to the model we now have more-children excluded 'from; the schools, "Educa-,

°, : |

!

. schools, -educatiocnal policies at -various- levels can. Adding.this barrier

—

tiona1 polici.es‘as barriers have the same effect of negating the compulsory

&

attendance law and it stands in the way of the child's or parents" desire

for the child to be in school. ' ¢ _ .
i - P
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COMPULSORY ATTENDANCE ‘e - - — —
" . .Figure 3.

The final barrier is that of inability Some children just cannot attend

© school because they are not able. Many ch11dren livé too far from school

to attend. They are often: unable to attend school because transportatlon is
not avallable. Many states szmply exempt school attendance for these child-
ren. It is comfortmg to know that these children are nct breaklng the law

‘because they are unable to attend school; however, it is heartbréaking

that they are in fact excluded frdm the schools. If a handicapped child needs,

special facilities and the scnoolfdpes not have such facilities, such as a

-

simple thing like ramps, then that child, in fact, is unable to. attend«sc’:hoql.’

The very poor are often unablé to attend s‘c;hc{dl. The Children's Defense

Fund Cites cases ih which school fees and textbook rentals prohibit-' the child- ,

ren cf the poor from attendlng school.l1 Be51de these extraordlnary expenses,

’ many ch11dren lack food and clothing which ma]ces them unabrle to attend school.

. Although the number of m1grant workers has been dec11n1ng in recent years

.

1n this: country, there are st111 large numbers of children trave11ng the mi-

—grant paths. Lhny -of these ch11dren attend school because of the federal

r

state, and local programs but” many miss too many days of school to rearly

£ ‘
s -
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receive an education.
Some children are unable tc attend because Ehey have been expelled or‘
suspendé&. These are various reasons for suspension or expulsion however
the most ridiculous of all is suspension as a puﬁishment for trugnc&. In
man& school districts throughout the country children are actually‘suspended '
for not attending school.12 It is almost inconceivable that keeping a
student away from school would be used as a punishment for them not wanting
to attend, but it is a common practice. If a child misses three d;ys of
school, he or she may fall behind in his or her school work, but if that .
child is suépended for ancther three days as punishment for being absent, the
probabili%y that he cr she will fall behind in his or her work is increased.
_ If the child fails'behind,,thét child will probably become frustrated and could
‘easily become a failure. So school becomes an iumhappy place for that child, )
a place to stay away from. And if you argue that the child doesn't have
to fall behind just because he or she is not in school, my question is what

are the schools for if the children don't have to be there to learn? The

&

logic -of suspensions for truancy is illusive. As far as I—can—figure,,it—musf
4 go like this. Since it is difficult to get truants into school, it would

be more difficult to get them to come to,scﬁool to receive a puhishment; SO
you keep them out of school and you-kill two birds with one stone. You have
punished them with a punishment which was not difficultzig,administer be-
-cause you didn't lLave to deal'with the student while he or ;he was being
punished and, seccnd, you don't have to worry ébout that student ‘being truant
when he or she is suspended fT;m school. This practice raises serious
‘questions in my mind about the purpose of the schools in our society. 7

Placing these barriers into the model we find that it accounts for

still more children out of school. The children who are unable to attend
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school are often exempted by the compulsory attendance law so it is not one
- of the forces for ‘their attendance. The inability tc attend school not

only stands in the way of parents' and child's desire to attend school but

it often changes it into the desire not to attend school.

P T
CHILD'S DESIRE , g', fg .
A L 1 -%
- 3 SCHOOL
PARENT'S DESIRE W I |1 ,
- ) . S % Y J
COMPULSORY ATTENDANCE

Figure 4. "\
' » These barriers are coming down in many areés, or at least I hope they

are. As they come down,,wq—approach;lhe concept -of the right to edhcétibn

for all children: However, the struggle is not over; not untii’We are a

people dedicated to the idea that education is a fundamental right will

~ these barriers be completely eliminated.
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I.

Introduction -

A.

n.

* study for the following reasons:

Statement of Purpose
This paper attempts to justify Kohlberg's theory as applicable to
teacher education and demonstrates one applitation.‘

E

Raticnale
I chose Kohlberg's theory of cognitive moral development as,my'area of
1. The implications of Kohlberg's research can be applied in a
variety of ways to- the moralAdevelopment of teachers during
. their professional training experience. For example, teachers,
during béth pre-service and in Service training,,coﬁld use
. Kohlberg's theory to identify and analyze moral issues in their
school. .

P »

2. No other major modern educational ‘theory except Kohlberg's contains
i universar set -of moral principles and -stages. Kohlberg orgaﬂizés

moral reasoning into six stages of development which progress
from an external orientation of punishment and réward to an 1nternal
-orientation of ;nd1v1dual~pr1nC1p1esﬂof just1ce—and respect for
persons. ‘

3. Kohlberg’'s moral criteria in Stages 5 and 6 can help teachers under-
stand some elements of ethical behavior.

Areas of Focus

The fbllow1ng list identifies the specific areas in this paper-
1. Philosophical and,Psycholog;cal hspects of Kohlberg's Theory.
2. ' Kohlberg's analysis of ﬁhe'moralistégés of development.

3. Applications of Kohlberg's theory to teacher education.

4. Critique of Kohlberg's Theory.

Expected -Outcome

The education of elementary teachers -at the University of Pittsburgh
will include experiences- to enabie them to become aware of highgf
ethical principles anﬂ behave in—accordiyith:these principles.

‘Assumptions

1. Kchlberg's: cognitive developmental approach can be used in the
empirical study of morzl reasoning and moralrgrowth. In the same
_59yéy; teachers can study their own moral reasOning'and*mdral—grqwth.

-
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Kohlberg's moral criteria in Stages 5 and 6 can be used to
examine and evaluatesthe ethics of teacher behavior.

3. %eache:s should demonstrate mature moral»action during their
professionéi career.

II. Kohlberg's Theory of Cognitive Moral Development

A. Background of the Theory ~-
Kohlberg's ideas about cognitive moral growth have a philosophic back-
ground inspired by John Dewey's "Instrumentalism." Dewey's theorfl

. - developed as part of the Progmatic philosophy of theAlate nineteeth
and early twentieth centuries, which focused on physical and social B
experiences and the consequences of behavior as the basis of'education.
Dewey statec that exﬁérignce is the result of the inté;%ction of the

individual and his environment, and that growth occurs when one reflects

upon and. gains meaning from his experiences. According to Dewey,
. : k—education should aim: to raise the student’s level of thinking and enable
‘him-to elevate his behavior to a-higher stage.
Dewey postulated, atcording—t0>Koh1beré; three levels of moral develop-
ment: 1) the pré-méral or pre-conventional level 'of behavior

" motivated by biological andisbcial'impulses—with—results for morals,"
2)- the conventional level of ‘behavior "in: which the individual accepts
with little critical reflection the standards of his group," and 3)
the autonomous level of behavior in—uhiéh ""conduct igfguiaediby the -
ihdividuals'thinkipg and- judging for himself whether a purpose is good
without the standard of his group without refiection."}

\\\)Tbe'npxt,major thinker in this history is Piaget. There Dewey's three
stages were theoretical, Piaget's were—empirica;. Like Dewey's .
"Inétru@éntalism;"—Piaget's “Cognitive Developmental" approach also
focuses upon the individual's interaction with his social envirdnment: < .
Piaget systematically observed--and canersgdiwith children and identified
patterns in their thinking which he called mental structures: the

thinking processes underlying cognitive and moral judgment.
Piaget organized these mental structures into three distinct systems of
‘moral thought which he identified as the pre-moral, the heterondmdgs, i

-and the autonomous stage.s.2 In the pre-moral stage, there is no sénse

= *

lLawrénc.e,kohlberg "The -Cognitive Developmental Approach to Moral Education'
Phi -Delta: Kappan S6 :(1975):670 \

%Ibid.
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. of obligation to rules. In the beteronomous stage one obeys rules
and eouate§ obligations with submission to power and .punishment
(roughly. ages 4-8). 1In the autonomous stage one considers the
purposes and consequences of following rules and bases obl1gat1on
on reciprocity and exchange (roughly ages 8-12). Kohloerg s first
three stages of cognitive moral development (Stage 1 - Avoid Punlshrent
Stage 2 - Self-Benefit, Stage 3 - Accep*ance by Others) correspond

to Piaget's stages (Stage 1 - Pre-moral, Stage 2 - Heteronomous, Stage
3 - Autonomous)-.

B. Kohlberg's Analysis of Moral Stages

In 1955, Kohlberg and his colleagues began cross-cultural and longi-
tudinal research in an effort to redefine and validate the Dewey-
P1aget levels and stages. This research, conducted over twelve Yyears,
consisted of ioral interviews conducted with-boys ages nine to
twenty-three in‘various'countries,aioqnd the world; for instance, Great
Britain, Canada, Taiwan, Mexico, Turkey and the United States. Kohlbefg

~Jfound that regardless of differences in cultures, discernible in all
were similar developmental stages %f moral reasoning which contain

i the following empirical characteristics:

che a
1.- All stages are "structured wholes” or organized systems of thought ..

A Stage 3.individual's moral reasoning almost never varies from
trying to gain the approval of others whether the issue involves
obedience to the law, affection bétween: friends or justice and
punishment . ' .

All stages are "hierarchical integratioﬁs."/ Kohlbefg’; claim

that individuals should be stimulated to higher stages of cognitive
moral development isrgfohnded on. certain moral criteria .such as
dif.’eréntiation, integration and universality. At higher stages,
the :bility to'differentiate'between such values as life and '
property are gradually developed and integrated in a hierarchy

(for example, life logically ranks higher than- property because
property sustains life). Finally, at higher stages of cognitive
-moral development moral issues can be judged according to universal,
abstract principles such as equality and justice.

All stages form an "invariant sequence' with no omission possible
at any stage, although an individual may cease developing at any
stage. Also, deveclopment from Stages 1 to 6 proceed at individual

104
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As fof the moral levels and stages themselves, Kohlberg identified
three‘major age-related levels of moral reasoning which he called pre-
convention11 convent1ona1 and post- -conventional. 3 The pre-conven- .
tional level is characteristic of children between the ages of four
and ten; Children of this age, because they’ have not yet developed

a sense of morality, can engage 1n very cruel behaV1or when no fear
of pun1shment is present. The 1nd1v1duals control of conduct is
oriented to external commands and pressures. The individual is
motivated to avoid external punishment and to obtain rewards. At
Stage 1, the individualrfespects authority because parents- and other
adults are stronger than Pe is. Qg tgie;_tozaVoid punishment because
it is painful and- seeks rgwa:ﬁ_becadséiit is pleasurable.

The conventional 1eve1deve16p§ betWéen=appfoximately ages ten (10)s

to eighteen (18). It is essentially a-éonfbrmist orientation. The .
individual's control of conduct is still eXterﬂaliy oriented in that

standards conformed to are rules of personal relat1onsh1ps :0r- delsgat ed- -

rauthor1t1es. Unlike the pre-conventional level, the motivation to. -
confbrm in this level is internalized. The individudi eonforns to
. rulec ‘because these rules are¢ made by those important to him. " The .
individual 1dent1f1es with the group and values;performing ‘his duty
‘to maintain order within the group. He is able to take the role-of
others and respects judgments -they make about him, demonstrating
‘this respect by actively maintaining, support1ng and justifying the

~order ‘of ‘the group

The post- convent10na1 level is one which only a few reach On this
level, control of conduct is internal to the individual. Decisibhs;
regarding actions are ar:ived at by reasoning in terms of -the anivi~
dual's values regardiné vight and wrong. For him, these—vaiues, such
‘as equality and justice,shave—validity and,applﬁéation,apart'frqm—the
authority of the groups or persons vwho hold them and from individuals
identified with those persons or groups.

Each of these three levels includes two sub f@Vels, making a sum total
of six identifiable stages, as follows:

~

Lawrence Kohlberg, "The Child as a Moral Philosopher,” ngchogggziToday

214~(September,1968), pp. 25-30. Copyright @ 1968 Ziff-Davis Publishing Company.
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and .utilitarian overtones.

opinions and. a -corresponding emphasis upon procedural

The prcconventiohdlfievel (approximaté—ages: 4-10)
Stage 1: Orientation toward punishment and unquestioning deference
to- supcrior power. The physical consequences of action regardless
of their human meaning or value détermine'its goodness or badness.
Stége 2¢ Right action consists of that which instrumentally sat?s-

fies one's own needs and -occasionally the needs of others. Hgman

relations are viewed in terms like those of the marketplace.

Elements of fairness, of reclprOC1ty and equal sharing are present,_

_ but they are always 1nterpreted 1n a physical, pragmatic way. -~
* Reciprocity is a mattef\"f "you scratch my back and I'11 scratch

yours" not of loyalty, grat1tude or justice.,

10-18) e

Good. behavior s that
There is

The conventional level (approiimatewages:
Stdge 3: Good-boy-good -girl orientation.
which pleases or helps others and is approved. by thenm.
much conformity to stereotypical images of what is majority or
"ngtufal" behavior. Behavior iS—often,judgeﬁ by intentgpné"he

means well' becomés important for the first time, and is overused,

as by Charlie Brown in Peanuts. One seeks éppfoval“by‘being

"nice.”

Staée 4:

nance of the social order.

Orientation toward -authority, fixed rules and the mainte-
Right behavior -consists- of doing one's
duty, showing respect for authorityiandzmaintaihing the given
sotial -order fq; its own sake! One earns respect by péiforming
dutifully. e :
The postconventional level (approximate ages: 18 onwards).
S;age,S: A soci?11ééntract orientagipn,bgenerallx with legalistic

Right action tends to be defined in

‘terms- of general rights and-in terms of standards which: have been

cr1t1ca11y examined and agreed upon by the whole society. There‘
is a clear awareness of the relativism of -personal values hnd
rules for
reaching consensus. Aside from what is constitutionally and
democratically agreed upon, right -or .wrong is'a,méyter of personal
"values' and ;Qpinion.ﬁ' The result is an emphasis ‘upon the ''legal

point of view,' but with an emphasis—upon,fhe'possibility of

changing law in terms of rational considerations of social -utility,

rather than freezing it _in the terms of Stage 4 "law and -order."

/
l : .
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.« ‘ - Qutside the legal realm, free agrecment and contract are the binoing

. elements of obligation. This is the "official morality of Amer1can

i <_ government, and finds 1t5 ground in the thought of the wr1ters of

. x . the Constitution. , s o
Stage 6: Orientation towards the decisions of-conscience and goward‘
selfeciosen éthical‘pzjnciples appeaiing-to logical comprehensive-
‘ness, universality ana'co%sispencx.t These principles are abstract
and'ethical'(the Golden Rule, ;hercategorical—imperative); they are-

" not concrete moral rules liﬁe th¢ Ten Commandments. Instead, they:

~ C are umniversal principles of justice, of‘the rec1proc1ty and equallty

.- ' ) of human r1ghts, and of respect for the d1gn1ty of buman beings as

. 1nd1V1dua1 persons. .

III. A SIrategy for Déveloping Teachers' Moral Reasoniﬁg‘

In this section, I -describe a process which may be uséd to help pre-service

] and inservice teachers develop: e T Y ,
T ‘ Sensitivity to- moral issues that arice in a- school ‘system.
Consc1ousness of one's -own moial reasonlng

Ability to analyze moral d11emmas, ‘describing and categor121ng
- the type of moral reasoning involved.

? : ' Ability to use the criteria of the post- convent1onal 1level to
: develop elements of eth1cal teaching behav1or.

A¥ lThe Teaching Process. .
The Teaching Process:consjsts of four phases for the—parr{cipants: /-
- 7 1)iconfrontation'with a moral'dflémma~ 2),statementrofia téntative h
—posit1on 3) discussion and analys1s of moral issues, and 4) recon- X 7 .
. sideration of their individual posit;ons The ‘two major roles involved-
' _ in this process are: 1) facilitator, who initiates the confronted
: dilemma;and*guiQes;dischssioniand 2) participants, who—react'to'the
* moral -dilemma by identifying:and?anaifzingjthefreasoningainVoived
in moral decisions. ~During the teaching process ‘thefacilitator
encourages the--participants. to provide ev1dence and reasons- for
. stating a position. Whenever;role play;ngx1s used, to present a ; \
/ dilemma or—enhance,discussion,'the participants are further divided
into performers and observers. L
. In the first phase, participants are g1ven -an account of a moral

dilemma which they are asked to resppnd,to‘ A moral dilemma is a

rd
%
e v




> a
situation in which universal values, such as sanctity of life and the

need for authority, come into conflict. After the dilemma has been
presented, through methods as role-playing, reading of newspaper
‘ gttieles, liéfeming to audio-tanes end viewing films, ihe facilitator
' makes sure the'partic§pen‘§ can state its circumstances, clarifies
. . unclear terminology, and makes certain the participants understand
the-moral problem. In the second phase, the participants state a
tentative position on the moral dilemma. First, the facilitator .
allows time for_participant§¥§o think about where they szand on thg
- moral issues of the dilemmas. Next, the participants write down their &
’pp;itions and their supportive reasons. The facilita‘or should ‘
~ emphasize that there are no right or wrong answers but the soundness-

- of one's argument is what counts.

;j ' In the th1rd\phase the part1c1pants work in small groups which- can
- be divided ‘homgeneously, with all members -agreeing and -heterogeneously,
'y1th—members Q1sagree1ng to discuss and analze the moral issues in .
the dilemma. DisScussion should focus on the value principles
involved ane the -consequences of the various moral@ecisions. -As one
small group strategy, each group member assumes a particular role in
the d11emma and articulates, from that perspective, what‘thbeentral
B :character in the d;lemma—shouldﬁdp and why. The group then”d1scusses
why a character believes a;particulé% ectiom—1s,r1ght; As another
group-strategy, the members react to a set of'questions,whiehdcpnsider
'épeeifie,moralrissues in the dilemma. The‘yndecided maj'be'imvelyed 4

' in’two ways. They may listen in on a group and*ask'queStibnS—ahout

-~
7

: - members reasons ‘br gartxcular positions; they may form a separate
ii . . group- to develop a 11st -of quéstions which they would like to.have
. answered by the .other groups to help them reach a decision. ‘Each
% ' -group at -the end’ of its discussion, will analyze the positiens—discussed— :
. - in terms of Kohlberg's six stages of’morel'reasbning. : é
In the fourth phase, the large group reconvenes. to reconsider the var1ous E
positions they have taken &hPart1c‘pants ‘may be asked to- summar1ze
“the reasoning they havedheaxd during the discussion or to restate
their positions, possibly revised, as a result of having heard others"

opinions-




B. Sample Teaching Pian
1.. Confront moral dilemma

a. Have participants read and discuss the following moral dilemma:
» Jim is a member of a teachers' union that’ has
been on strike €oxr two months. The school
board sr?e<t< that not enough funds are available

St to p . oa's salary demands. The local
cous sve issued an injunction ordering

" teachers back on the job. Members of the ’
teachers' union met and voted to disobey this
injunction. Jim did not want to disobey the
law so he thoughs'of going back to work. .

b. Asﬁ;éome'of_the following questions to the group. )
y - 1. Should Jim go uck to work? Why? o -

2. Do local courts have the right to order teachers back )
- «--:+ ---  to-the-classroom? Why? ) -

7]

. . To-whom shoufa a- teacher's prim.ry responsibility
be? Why? - . N

2. State tentative positiqn—

a, Allow- the participants some time to ‘think -about where they
stand on'-the moral issues involved in the dilemma.

b. Ask participants to state their individual positions and

E ' ~ reasoning behind their pgsitions. . t
_c. Dgtermine through: discussion hoW;each,membei,pi'thé'tbtél .
group stands on moral issues involved in the dilemma. - - :
- Encourage’ participants to provide reasons for their position. e

P

» 3. ‘Discuss and analyze moral issues ”. .

A

a: Provide ggchjpérticipantdwithsaggafdzrépreséhting—the various ;

! roles involved in the. story (i.e.5 Teacher, Judge, Union : :

Representative, School*BQard'Member,qunCefnedZParentlg
, . &

b. Ask the participants to imaginégtha;‘thex,aﬁg at a special -
meeting to decide what actignashouldibe taken. ) .
c. ‘Divide the large group into small groups t¢ role-play this '
situation. Ask group members tbfstaté;the,pqsitibn—&ha;~they
feel best repreésents the particular role they are playing.

»,_;,*m»ren¥r--*“@Aftéf“éﬁiﬁ7group—member—statesshis—reasoﬂing:behind a

particular positicn, reenact the situation with group members

= -
o - ‘assuming different roles. B ‘
-—~d%—4ksk-grqupumgmbgrs~tordiscusS~and~evaluatthhpuvgﬁibusnpositiohsaegﬂ.4,‘;
e. Examine the consequerces of each position. -
4 ~
£, Use Kohlberg's six stages of;moralirEasbning to .analyze the ‘
various positions taken. -
” - ?l—'\
B - , - ' =~ S
- % s < - - .




4. Reconsider individual positions
a. Total group reconvenes

b. Ask participants to summarize the1r.exper1ences and share
- withentire group.

1. Ask participants to think about the reasons given
by the opposition.

2. Ask part1c1pants to recollect on the chalkboard the
reasons ngen during the discussion and ask for a rank
order.

i
Ask participants to restate their reasons for a part1cu1ar ‘
position.

1. Encourage part1c1pants to add any new ideas or phrases
which they heard during the discussion. which they thought
were espec1a11y important.

2. Ask the participants to record any changes which they dis-
covered about their own th1nk1ng fo -

.

Critique of Kohlberg's Theory

t

The aim of moral -education is to advance the student as far as poss1ble
" in his moral reasonlng and actzon. ‘Kolilberg ‘has -done much to Help -

-educators achieve this aim by suggesting a process of what developmental
improvement wou.d- be.. -Through*exten31ve cross-cultural research on the

-development. of levels of moral reasoning-he documented, in many ‘countries,

the universality of his six moral stages, which offer educators a good
L S

-

" foundation for building moral education programs.
‘Kohlberg's iesearch- can be applied to- teacher education in two ways:
1. As a d1_gnost1c tool for makxng assessments about moral develogment.

< In mak1ng assessments about students‘ moral reason1ng, teachers ‘could
:;”3 use Kohlberg's criteria (i.e., norms, expected standards) for each
stage. For éxample, if a third ‘grade. student told a lie to ‘protect af
friend the’ teacher ‘would understand because children of his age often
‘demonstrate th1s Stage .2 type of behavzor (Instrumental Relativist
Oriéntation). On the other hand if an. -eighteen year old student

also tells a lie to protect a: fr1end 1t ‘may be a 1egit1mate cause for

. “concern. - ) . ) ’

"As.a. method forwdxscuss g _moral issues in the classroom.
—Kohlberg s research dur1ng ‘the last decade has led to the formula\1on

of a' systematic approach to facilitating and developing moral reasoning

-ability ‘in students. -




- 10

In the application of Kohlberg's theory to teacher eduéation, however,
many problems still exist. One problem is that his implementing
stratégies, although they are not fully developed, are still only

in the planning stage. o
Again,Ain‘apﬁlying Kohlberg's theory to teacher education, Kohlberg's
Stages 5 aﬁé 6 may indicate a moral development beyond the norms of
the school system. Most school systems appear to: opeiate at or below
Stage 4 with a law and order orientatidh; it's rules, established by

the school board and central administration, are expected to be
supported and'maintained by teachers and ‘stude‘ntsA., A teacher reasoning
at Stage 6 who was_geriain that I1.Q. test results were. being misused
would have to oppose their administration. 'ge might then be subject
to negative criticism froﬂﬂschooi authorities and'ﬁight possibly

lose his job. ) ",

e

)
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"“The U. S. Supreme Court and School Desegregation: ’

From Plessy to Brown and Beyond”

By

Eugene A. Lincoln* -

Your theme for the Third Annual Education Cd]quuiumvis: "The

- - Puﬁposes and Goals of the School of Education.” The*Bujlet}nfstates'

“that thé basic purpose of the School of Education is. the prepératibn

-

of pgrsonne] for teaching, educational administration, and other . -

. specialized fields of work in. elementary schools, ‘secondary schools,

-colleges -and: un1vers1t1es."] - = T T S

~

—OQviOusiy, the—basié:purﬁbge*jnc]udés,specificﬂpurpdsesw It seems
that -one -of them is to acquaint étudéhté‘ﬁhfihe School of Education
W1+h the“contemporary issues in the cuuntry that have a d1rect impact -

upon education. In\th1s regard’, the issue of school desegreqation is

“of tremendous”importance. - T e i e e

An effurt shall be made here to present a broad picture of schoof o

désegregation based upon U.S. Supfeme Court dec1s1ons. Time: ‘has been ‘?é

43

allotted following the presentat1on to -explore the topic in-detail,

i sttt

You ‘may wish to- take a few notes. —

“#Dr. Lincoln is. assoc1ateﬂprofessor of urban. education, School of

,cducat1on Un1vers1ty of P1ttsburgh ‘Pittsburgh, Pennsylvania.

]The Un1vers1tv -of P1ttsbungh Schoo] of Educat1on 1976 1978,
~ Pittsburgh, Pennsy1van1a p T*
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The case of Plessy v. Fergusonz is an- excellent beginning point

for- the presentation. In Plessy the Legislature of the State of
Louisiana had passed a law that rgquired railway companies to provide
- §eﬁéiate accommodations for "white and colored” passengers in intrastate
‘travé1. Plessy, a person of mixed descent, boarded.a passenger train
and sat in a coach reserved for the‘whiig race. Refusing to move to a
coach reserved for the colored race, biessy was arre;ted. ‘Féter, he‘
sued on grounds that the state law was é vjo1atioﬁ of the Fourteenth
Amendment of the U.S. Constitution. \ 7 AN

The U.S.'Supremé*C0urE disagreed. It said,.in-effect, that the -
7,;Eggrtegnth Amendmént*gué;;nteedycivii and:Bzfitica1~equalﬁtywofwthe—
white -and colored racés,raBut it did not give them a rjghtfto—commibg1g
socially. Further; the Court stated that Jawélbéfmitting:or requiring

sgparationiof the races,were usually left tQ~the,di$crgfionaof the

:*state legislatuie, so long as,the:1awsfwerefreasonab1e;

Plessy becameé known fqr—therdoéf?ine that "separate but equal”
public facilities for ﬁ%e black and white races were constitutional.

‘1t was used by officials as the justification for providing separate

-

* schools for black dn& white students. )
-‘Another important case in the area of school desegregation is
'Browniyu BOgrdfof Education.3

e

In Brown the U.S. Supreiie Court reversed

Z6s. ct. 1138 (1896).

374 5. Gt.. 686 (1954). )

L

——— x— ¥ — — e e




1ts ruling in 1essx 4 The- h1gh Court said that -in the field of’pub11c

educatlon the doctr1ne of "separate but equal” has no place. One year
1ater, in Brpwn IT, ‘the Court ordered all students admitted to public

schools on a racially nbndisériminatory basis with "a]T-de]iberate,

.,

speed.” AN

~
N

The mandate of Birown I and Brown I1 was clear: to desegregate "~

the public schools with a]],delnberate speed. The term "desegregation”

-was Jater used by the'Court to—refér to the assignment of students:

. . . to public schoo]s and within such
SChO(IS without reqard to their race,
color, religion, or national origin,
but -[the term did] not mean the assignment
of students to public schools in-order to

-—- -— ‘overcome racial 1mba1ancerﬁ(UnderllneSﬂadded) T

what the term "desegregat1on" did-not- mean was probab]y as impor-

' tant as 1ts 1ntended mean1ng. The—termfd1d:not—mean—that students

-

_were requ1red to be ass1gned to pub11c schoo]s to -overcome racjal

1mba1ance, ien, to achieve 1ntegrat1on Rather, the -intended meaning.

@ —
was that -school off1c1als cou]d not use factors such as race as. the

‘basis for the assignment of students tOtPUb]ﬂC/SChOO]Sa

Somewhat more ambiguous than the term "desegregation"'was'the

phrasé "all deliberate speed.” ‘Regardiess of the meaning of the phrase,

 “The case, decided in 1954, is commonly known as Brown I. Y
575 S. Ct. 757 (1955).
bSwann v. Char]otte-Meck]enburg Board of Educat1on, ‘91 S. C+ 1276
(1971)




14 years later the Court took the position that "continued operation

of segregated schools under a standard of a]]ow{ng '‘all deliberate

speed' for desegregation is no Tonger constitutionally permissab]e.?7

Cbnsequent]y, dual school districts were ordered dismantied immediately, “

o . T
.instead of with all deliberate speed, and unitary school districts
established "now and herjeafter."8

Cases such as Brown I, Brown II, and Alexander provided a framework

for the Court to decide other school desggkegation cases. In deciding
S _each case, the question of overriding importance was: Whether the

) —defendént school district was in-compliance with the mandate of Brown I

and Brown II? 3

»*
I'd

An-answer to- the questﬁon,offén;depéndéd—upbn'whethér or not the:

school district was racially segregated by state Taw prior to Brown I.

If thefdfsfFict was segregated, it was in gompliénce~thh—theaBrOWn, =
.7 - N - - - - - P

decisions only upon.a finding by the Court that "all vestiges" of the
state-imposed segregation had- been e1iminated;9*,Fufthér,,qziingipg—that

s - %311 vestiges" had been removed meant that in the absence Of—evidgbge

[
“~
-

' e 2 " ;Alexanderv.Ho]me%*ﬁountyBoarduof Education, 90 S. Ct. 29 .
i {1969). i =, T i .

L4

. - . A

Tl ,8The~ferm,"dua1{/schoq1—district—rgfens‘tg a district where

"~ students are assigned to schools on-a racially discriminatory basis.
The term "unitary" school district refers to a district where’ students
are-assigned to schodls on a racially ‘nondiscriminatory basis. A
'school district may -have a racial imbalance and be “unitary," if

~ students are assigned. to. schools*in the-district without regard to
race, -color, religion, or national origin.

QSeé, for example, Bradley v. School Board of the City of
Richmond, Va., 93 S. ct.”1952 (1973). = =

\ -




- ———

‘.

in- the future of deliberate racial discriminatioﬁ%hy Tocal and/or

state officivls, there was no need for further intervention by the

coufts.]o’

s~

If the defendant school d%strict was gg}_racia]]y segregated. prior

to-Brown I, the Court determined whether there was “evidence of post--

BFown Facial discrimination in the district. For example, racial
discrimination may have been 'the result of deliberate and intentional

conduct by Tocal and/or state ofﬁ'cia]s.H Upon a finding of post-

Brown racia],discriminat§on, the Court ordered the school district to

desegregate.

The U.S. Supreme Court has decided a number -of cases that give

guidance to school districts in their efforts- to- desegregate. Perhaps-

“mathematical ratios in the assignment of b ack and white students; (2)

school attendance zones may be—alteréd}'anQ'i3) students -may be bussed

the Teading case was Swann. “ In Swann the Court said that in an ‘ " s

attempt to achieve school desegregation (1) limited use may -be .made of

reasonable djsfantes.]3 T S -

. On the other hand, the Court has repeatéd]y rejected "freedom-of-

. -

( ;]Keyesiv. School District No. 1, Denver, Colorado, 93 S. Ct. 2686
{1973). B o - o~ i

-

12swann, op. cit., p. 1267. .

B1bid., p. 1270 : o o




’ wehoice"14 and "free-~transfer

- :Court’s overr1d1ng—concern—wa5~whether—defendant school district was

w15 <chool desegregation plans. The p]aﬁ%

were not rejected because they were unconstitutional. Rather, they
were not effective in achieving school desegregation.

In summary, cases pertaining to racial discrimination have been

‘heard by th% u.s. Supreme.Court for decadéﬁ. However, it was not until

1954, in Brown I, that the Court found unconstitytioné] "separate but
equal" public schools for b]ack.anq white students. The following year,
in Brown II, the Court ordered all public schools to desegregate. This

did not mean that all puB]ic—§Ehoo]s were-required to be racié]l&

"ba1anced.' Ihstead, it meant that school officials could: not use—faéfors

such as race as the basis for the assignment of students to public

'schools.. From Brown I and II to theiﬁkeSEnt _the ‘U.S. Supreme Court

has decided numerous school desegregat1on cases In all of tﬁem,the‘

<

~in_compliance with the Brown decisions. If in compliance, there usually

‘was no.-need for further intervention by the courts. If not in compliance,

the school district was ordered ‘to- desegregate.

Thank you. ) ¢

-

]4Green Vi County Schoo1 Board. of New Kent County, V1rg1n1a,

88 S. Ct. 1989 (1968). ' ] -,

' 15Monroe v. Board of Comm1ss1oners 88 S. Ct. 1700 (1968).

s
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- vice-arineinal.. observe and evaluate the classroom teachers., At the

I. THE PROELEM - S

" A Introduction ' -

- _ e —— = — - - .

There .are manj‘different cléssi‘icatlons of supervisors in the

oublic schools -and there are divergent methods, orocedures, and

techniques for the superv151on of teachers. Some school districts

enoloy fu11 time subject area suoerv1sors. In others one person may -

supervise all-subjectse

4

. Many suoervisors teach =art of the dav. Several school districts

have no supervisors. In man¥ buildings the or1nc1oals supervise. or fhe

nztional, stat- and local levels saoervisors work with varietal opre- - i

servicé presarnticn, job deserivtions and cradentials., There are no

'éleanl" deiine‘ or ascendant orinciples within the states and the local
. i

‘school dlstrlc s that senarate supervisors and supervision into an:

.
.

educational nommality. Local custom, precedent or regulations have
- N 7 -

- . 7 l I3 . - -
.~ determined the mrover role of supervisors and suvervision-within the .

Al

resoeéﬁive diszrictse .

o

With so many dif “erent classifications of supervisors.and a multi- .

faceted modus ooérandi of sﬁpqrvisicn, the training and nrevaration for
| '
_suoervision, by Lhose who do suservisa, might rangs from a doctorate in
>

curriculum and sunervision to no formal course work in the supervision

3

of teachers, : .

The di~ersity of the kinds of supervision within the states znd local

distrlcts cregtcs corresoonding differences in theé nrofe551onal back~rounds
of individuals &ﬂscted to be suvervisors. ‘hese Jifferesnces in the

. / N
training, backarownd and exoeriences, has resulted in diversified anproaches

-

/ . ’
to classroom suoervision. It is not uniform. The practitioners

&




. ~ 2

—dé_nét all have the' same credentials. Ther claim to oerform the

» .

samé- basic task: supervision. Yet, the training, skills, credentials, :
L A o X - /

: . .

, techniques and Qgthods of supervisors are dissinilir. Suvervisors who

observe and rate teachers may have a little trzining, ro tr#iningﬁor’
extensive training.in the sunervision of classrocm instruction., The-
kind of suvervisory experienc:s nroviied for the teachers may be dependent

% ‘éﬁoon the faculty's percestions of the supervision they recieve. therefone, ';
the. foci of’this research ozpsr are 1) to assess the teachers peraentions ) ,'\
T . of supervisors who have differegnt professional backgrouqu,.2),to,qssess B

these oerceoticas using a samole of teachers in the sublic schools.,

B Statement of the Problem . 3

- = - - ° : - ~

The purposes -of this oawer are: 1) to assess teachers percestions of

: superviso~ ., with differen® professional backgrounds,. 2) to assess. teachers

- - . . L . .
serceptions of the personal esteem they have for the supervisory orocess

when they are supervised bv trained suoervisors and untrained sunervisors.

12

. Ce Elements of the Problem

* = “ s - o 2 -
To develoo. a ratlonale for using teachers perceotions of supervision

-

as a means of eValuatlng the teachers esteem for the supervisory process.

. -

To. assess tcachers nerceotions of the suoerv1510ﬂ they recieve fron

.

both trained and untrzined sunervisors,

To assess teachers nerceptions of suparvisors and sipervision by
1 -

using . -

: . 1. An 18 question nationaly standarized instrument that assesses
teachers percentions of supervision and evaluation.
2. A nprsonullv designed 25 guestion instrument that assess
’ ,
teachers

'I

epcesticns of their sersonal supervision. This igs~rument

*ud

: - N

Aruitoxt provided by Eic:




contains %ey questions that relate to the style and behavior of trained

-supervisors.

D. Delimitations

~

j; The data will ignore the sex of the teachers r-oorting their
percentlions.

2. The study will ~e conducfed in four »ublic schocls in ‘Jestern
Pennsylvania.

2., Limitations

1. The soervisors used in the study do not supervise the same level
-of teaching, e.g. both elementary and secondary -supervisors were employed
- in the studi. ‘ *

am— -

2. All of the -supervisors dgiﬁéi guS?%?&éethe exactVSamé nunber -of
teachers,

3e Thé~tﬁb instrurents may not -elicit some subtle but important
gspQCtsidf teééhqrs percéptiqns,ofxthe:supéfviSioﬁ'tﬁeyfreCEive.

4, Socioeconomic backgrsund, age, aﬁd*experiénce—of the teachers may

cause distortions of the percentions of supervisory behavior.

F. Definitionrofr?ermS—

1 Teaphérs, Certified teaching memger of a public school.

2: ?@r@egtigna Refers-to the relatiVezgmoothness of operation in day -
to-day living that reflects the fact that one verson is in some degres
aware of what another person does, fecls, wants, and is about tc do.

f(Taéiuriand Petrullo, 1958, o. 10)

3. Untrained Subérvisorq A supervisor who never recieved any formal

3 - . . T .
training in=thz supervision of -classroom teaching.




"

b . .

4, Trained Supervisor- A supervisor who enrolled zand earned graduate

cradits from an accredited university in the supervision of classroom

instruction,.

=

_,_‘G. Hyoothesés;iﬂull)

- . ]
1. There will be no significant diffarences in teachers vercentions

' . . I . .
of trained supervisors commared to t-achers perceptions of untrained -

supervisors.

2. There will be no significant differences in teachers percentions

compared to-tcachers perceptions of their schools. supervision and evaluation

if the supervisors are untrained.

™

-3




The purpose of the review of the literature was to organize confines

out of which a rationale would be developed, ' Therefore, the major sections
of this review of literature are; (a) the perceptual orocess, (b) research

on teachers perceotions of supervision, (c¢) a rationale.

A. The Percevtuzl -Process
Our senses are sometimes referred to as our "avenues to the world". '
(Mueller, 1965)

; Although this statement does not tell us nuch about the
- ‘ senses, it does remind us that the only wary we ‘have .of-
Yol o responding to the outside world is on the basis of
infoimation received, and operated on, by our sensory
systemse. (pe 2)

" The problem of pefception is to:give—an~account—of thé'reiatibnship
of sense - exo:rience to material objects. (Quinton,; 1955)

%- o A This'relationshipihas traditiona11y~peep~seen—és logical,.
: a master of showing how beliefs about objects: can be '
established or supported by what We know in immediate-

experience. (ppe 28-51).
'Hir3€;(1959)—stated:

- First-it is believed that we live in a world of persons,
animals, plants and material things, and that oerceiving .
is the way we find out about this world and its. contents. bﬁﬁ
More formally: -each of us is a:member of a common spatio-

. temporal systém of interacting and enduring -entities; and
P perceiving is a relation between a person and other
- entities by which he discovers their nature and characteristicss

.

Secondly, perceiving seems to be a straightforward con-
frontation or direct awarensss, a simple looking or hearing
and sO on.

Thirdly, it is held that by perceotion we can ascertain the
real nature and characteristics of most other entities.
(pp. 16-17)
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Jerome Bruner:(1958) believes we do three things when we percicve:

we select; we rscode and we deal with the overload of available in-

e e e = e e = A —

formatien,
Fiorello (1975) statedr B

Selectivity directs .our attention to the most essential
things in.a particular activity. Pecoding allows us to_ ..
assimilate the events .we encounter into simpler forms

and information overload may be deéalt with by simolky
ignoring, by acknowledging its existence and then
forgetting it,“ or by categorizing it. ( ». 73)

Wallack (1951) explains the perceptual process:

"1 look around in a familiar environment and find that.
nearlgégggzxﬂgpjggg_bggymggging;“_Ihisﬁméaﬁihgul-— e

" experience as an-objective fact and I percieve it out
there. A hammér looks like. something with which to drive
a nail into a wall-or something with which: to- smash a .
vase. I have the impression that I percieve these
meanings in the object even while I realize that they do
not cdme to me through my eyes at the moment. of -perceiving
them but must be furnished by a‘memory function, for they
Were given by previous experience with the object. (0e 5).

The combined mental procesgvthht witnesses, classifies-.and either

ignores or—fbrgets the object or the verson is,peigentioﬂ. The object (hammer)

is sesn. Tt is identified (selection). It is functionalized (decoding). It

is forgotten,,ig?ored or categorized. _
Memory and—ihe individuai;'preyibug'experiencb/%H%Ofessential in the
perceptual process..
;Hastqrf, Schneider gndi?oléfka stated:

In addition to his sensory nervous system, his past
experience and motivational state were seen to have:-an
impact on how these stimmli are srocessed. Contemporary
research in percestion emphasizes.the joint contributions:
of the onysical. stimulus- and of the individual tgihiS—
knowledge of the world. (p. 121) .

’

Hamyln (1355) said that 6erce§tion;is an interaction: between the

orgdfism and the environment. The interaction between the two causes-
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imriediately uson confrontiny them. There is human inout and human out.

b . Z

objects to mean something. (?ronko and Bowles, 9. 228)' The awareness

4 1

-of persons, eveats, objects, qualities, relationshios, or situations

during thé interaction invokes a seloction and recoding orocess. It

draws upon the individuals past and oresent knowledge.

A11 human beings possess the capacity to be perceptive., e have
osrceptions of objects and oerceptions of nersons. '(Heiaert 1954)

In thing verceotion we see objects that have'color; that
are vlaczd within the -sirrounding space in-a varticular
position; and that have- functional oroperties which
- make them fit or not fit into our ourposes, oroperties
‘which define their_5lace-in the soace of means=ends
relations, and which also define their oossible effects — —
.on ue, Thére is a chair on which on2 can sit, there’is N
an otject with which one can cut naner, tie -a package,
or write a note. . ’ )

-In ceéntrast to things, serscns are rarely mere manipu-,

lards; rather they are action centers, they can-do

sometaing to. us, they can benefit or  ‘harm us ine

tentionally, and we can benefit or -hafm them. Persons:

are percieved as having abilities, as acting pursose-

fully, as having Wishes or sentimenis, as perceiving -or
‘watching us. They are systems having reoresentations, S -
they -can “:e -our friends or our enemies, and zachhas his -
charzcteristic traits. (p. 22} ’

- Because ail human perzeption: is determined by color,. space and functional

properties in objects, and by the awareness of the existence of an intricate -

system of unpredictable variables in persons, human beings begin to men-
. % . -

tzlly ssstemaztize the relationship b- tween themselves,,QBjects, and nersons-

- %

A Y

sut in the gercentual process. .

Dember (1960) :said:

A vercentual systen is one which relates out out to
inout. The study of nerception is the study -of such
systems as ther occur in living organisms. (. 5). -
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When peon.e -confront either: objects -or other neoole the perceotive

Drocess .commences,

Deinber {1960) :stated: )

Liv1ne organisms enit behavior: they have out »ut.
Unlike the outnut of -some machines, the output of

e orgawisms is dependent unon the energy imninging

Z
2

on them - .that is, unonstheir inout. The aspect of v
energy relévant to osychology is its informative chzracter,
Information may impinge on the or:anism from its surround-
ing environment, by way of its exteroreceotors, or as
feedback from its own behavior. To the extent that an
organism - or-a machine for that matter - is resoonsive

to inout from either source; it can be said to contain

a pe“ceptual systems In particular, pérception is the
study -of systems that relate -out nut to input. (p.24)

‘Because. the perceptive nrocess- requires input and out put a catego-

rlzlng SJstem evolves between the ~-organismss.

. R "‘ ,:
the orocess’ of perceptual out nut,

How you categorize and Berce1ve ne Wlll 1nfldence ‘how you-
behave- to#ard me, and your behavior, in ‘turn will influence
how. I behave, Cur ooint for the moment, is to stress the
role the selecting and -categorizing activities of the
4perceiver play in-creating his:- perceotions of the other
and in oroducing structure in ‘his. world -orother- ﬂeoole.
(Hastorf et al., 1970.‘3. 13) -

The human facility—tozintggrate'the,data of percestual input facilitatés

Human transactions cause a matrix of

reflective menlal prccessing and selection of the data on the vart of the

participants. .

Welford siates::

This orocess may be automatics:

Perceotion involves both a selection from, and an inte-
gratlon of, the data conveyed to the brain from the-
sense- organs. Selection seems to be made in terms of
'both simple- sensory qualities and more comolex semantic
aspects of- 4hcoming data,. and appears to result in.
funwanted” ‘data being in a very real sense at tenuated®,
(i!ell.ord, 19720 Do 5) . - <

People might not even be aware of it.

130 )
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This evaluation of other persons, important as it is

in our existence, is largely automatic, one of the thing

we do withéut knowing mich about the "principles" in -

terms of which we opérate. Regardless of the skill which
.. an adult may have in aporaising others, hs engages in the
: process most of the time without paying much attention

to how he does it. (Tagiuri and Petrullo, 1958. 2. 9)

“Because the peréeﬁthal process is initiatec by an integration of the

human senses and oast knowledge the individual systematizes the- input and

out >ut of the interaction that causes the geréepﬂﬁal,prqce;s,into éére

_'sonaiizedjdatg that becomes heaningful to,hig. ka ordérly and reflective

- mental process provicdes him with a ooint df'viewrﬁowara’fze object that
Set'goiﬁgltheapérceptual transécﬁion. Ye think., e brganizé; We evaluate.
A’ggrsonalifrgme,of reference agvggqps,betdaen ourselves and- the cbject

- we perceive. ,SﬁbSéquent human actions -are 2s a result of the #stimuli* .
that incited thé pereention. A change in:beﬁévior OCCUrSe-
¥imble anc Garmezy“(1953) stated:s

- #
- -

Tt is important to recognize nerceotion as -a concept, or
intervening variable., ?Put most simoly, the concept of
percaotion describes the relationship- found to exist
’ between certain kinds of stimulus events:-and -certain
behavioral facts. Ifost vercentual acts oroduce stimali
that are of value in interoreting the- perceptual -event.
The perceptual act must terminate in- some form of response
that orovides an indication of the serceptual ‘behavior-of -
. the sunject. (po. 316-317) '

Snith stated:

Perception is.versonal intakes To percisve means to.
recornize, to acknowledge, to inherp:ét,:to be aware of,
_ to identify with, to associate. (Smith, 1969, op. 57-64)

‘Because human perceotions are deterained by numan inout and hunan out
sut it is important to understand how a human being establishes a psrceotual
world., The peresntual world is determined by past'knowledge*ané pers¢ .al

12

a ° 4 - .« - N
-experiences. It =ust materialize .into an orderly and significant orocess

a
o
b~
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that achieves 6rder from disorder. It has structure, stability and is

: meeningful.

.
e
R

s ' Hastorf et al. (1970) stated:

> - . {
Without. structure, stability and meaning events would

"make no sense. With them, our perceotions define a
predictable world, an orderly stage for us to act on.

—

co © Our sgnsgs/é}ganiZe all entities into gualitative divisions. They
are given structure, stability and meaning.
Field (10'3) stated:

. The qualities (of all entities) are perceive through our
senses, By auantitatively extending them along their
lines of .contrast we concieve of an entity (object, area
. or person). To be an entity it must have an: ‘enclosing " - -
perimeter forming a unit, Other than a portion of a homo-
gene.is mass it requires symmetry when classifying ite ”
. Symm: try is measured as extention and:is quantitative.

The -act of receiving the qualitative divisions from which o
. e divide the verceotive field: into quantitative entities

e is an- instantaneousor -spontaneous-act. Likewise, further

’ “eceiv1nvs or oerceiv1ngs -are .soontaneous; however, they

are ot the same act and there is-a time lag between in-

whieh -the mind may be intuiting and’ inducting in trylng

to classify the-concept. (n.ZU)

It is—now—necessary'to'examine*how=a'perceptional worldis formed in-

social setiings.

- Human beings are nerceptive of other human beings. The,penceptions~o£ ’
living creatures have very characteristic;groperties'(Hdehberg, 1969, p«105Ye
Human'or'perssn\—perception may occur as a result of several different types
‘of interaction because persons are #action centers', lﬁéy—can'talk, offend,
'hqgt,,er'alienite. aThey have an appearance. Tney*can laugh and crye

" Hochberg 1964 stdted: N
Host people consider themselves good judges. of character,

and for selecting the candidate.for a job the personal
interview- remains as testiniony to the belief that a person's.

- H
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future actions can be judged by his appearance.

The :zce is an extremely important organ of commu-
nicazion for revealing, concealing, and dissembling

states of -emotion, desires, feelings, and intentionss N

-

- (poe 105=108) S

- One mode of human btehavior incites a reverberaling mood of humzn

.behavior in the perceiver.

e organize all human behavior into intent-act<effect
units, and that orocedure nct only énables us to develop
some behavioral organization but also permifs and even
pushes us to develop some hypotheses covering the -enduring
- ) intents and {ispositions- or oersonality treits., (Hastorf et

®

. al.,.1970. o3, 15-16)

& Much of our Lehavior is influenced by our perceptions of persons and

otzjectse: ( . 4 . -

Behavior is one of thée main sources of stimulation, and it

is both complex and ever changing. (Cne of ‘the wWays we make
-sense- out .of the -complexity is to make inferences that go.
beyond the behavioral data, We perceive-other people: as
:cauggl,agents,:gerinfer—ihténtibhs,;wa'inférfemétipnalfstatés,
.and we go further to infer enduring dispositions or -persona-
Tjt‘y. traitSf (Hastorf et alo, 19_700 ’3017—)

Human beings organize, coordinate éhq synthesize their serceptions of
others, (Cassirer, 1969)

‘Percantion too cannot be understood in its specific nature,
/ meaning, and total structure without the assumption of
(human) organization, coordination and synthesis. (pe 23)

As one person encounters another the perceptual nrccess begir:s.. Human

inout and out,out becomes an abstract commodity-of structure, stability and &

meaning that fuses with oast knowledge to organize and coordinate altt

percestion, The nerceotion exists because of a s nthesis of integrated

*

sersonal data.that is available to the” pérciever. This causes a change in— — -
~ £
human behavior because human behavior beccmzs a oroduct of ‘the perceptual

veil . Gogers (1975) validates the veil of human ~erception.
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b

The world "is" as Mit" is percieved.

- ' 1.

3.

“-0f those. thlnbs as a result of &

12 :

He—ang the following abtout the veil of human perceptions:

‘That there- are migds. -

fhat there is an independently existing objective
world separate from minds. .

That the mind eczn come to know, or at least truly
velieve, .some things about the -objective and inde~
sendent world.

‘hat the mind comes to know or trulj helieve some
- (causal) link
iietween the objective world and-the mind,

~hat the mind ¢omes to know ar truly believe [

some nrooositions or oropositions.

Phat’ ‘the mind comes to. know or truly ‘believe those
sronositions onﬂthoxba51s of: an awareness of certain-
~hings which are vresented directly to it, -

“"hat those things which are preseated to it are
sumerically ‘different things from the things in.the-
outside objective world. -
That there are scme propertizs whlcn uhe things -

" presented to the mind have which are ‘either

similar or identical with: the 0ron;rt1es which things

in the outside world have.

That 1t<as ‘because there is this ideatity -or simila-

rity ‘that 1t is possible for minds: 1o -come: to’know or
trulz Lelieve. certaln thlnas about th° ouuside world.
DD 21 O-22’+) 3 . T

Haman behavior is—’médi'fiéd— by

-~
4

dhat we know o truly believe from our oercentlons of" persons and obgncts.
Humapwperqeptgon cstablishes order and m anxnp in persons and obJacts. The

Ysees sdmcihihv"'ln the person or uhe»cbgnct that he perceives,

v

perceiver

-

This "sometPlnf" “ecomns a stlmuli that e§tablishes a point of refcrence

* between -the per@r and the: perce'lved A oersov)al asses-’nent of i ts true

.-
.mzaning folloWu. It,mi%ht become~goodagr bad, positive or nzgative, or
. 3 ~ . .
neutrals ) . AN . )

-

N
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-B, Teachers Percepotions of Supervisors ani Supervision

R “Becaus& all human beings do develop a veil of perceptions about D
: 2

T e '

objects,and—p@rsons. oublic school teaghers will develop percentions of

their supervisors and supervision. It is important now to investigste : !

teachers perceptions of supervisors and savervision.

Research in the past ten years has developed tﬁe following orinciples

,: « - » e - - -
: concerning teachers nerceotions of supervisors and supervisions

7 .
1. ..Teachers nerceotions of supervision is aa-active vrocess iavolving

. . ) ! . :
: ‘ -afi interaction. betwesn the “eacher and the suvervisor. . -,
v c ; s e

2. Tha “eachers nercentions of the valie of their supervision .is -
13

- . rs
related to their sersonal oercentions of the manner in ghichzyhey'gre
" ' : 3 2

sunervised.. !

3. The teachers oerc«ofluns of supervision is 1n;luenred Ty tha style’

e

.~ . - aud behavior of the suvervisor. T - : )

m

The following paragraohs provide additional Lnformatlon about the three

fi

’

principles of teachers oercentions of supervision.
' s
1. -Peachers percentions of supervision is an active orocess involving
- *
: an interaztion betwé:n the teacher and the ‘suoervisors The teacher organizes,
N i -

coordinates and synthesises what he seesh in-'the suservisor..

. Blumber (1743), Elumber and Amidon (4?65)Qénd—ﬁmidod—andrPéwell (1:96%):

describe this —rocess as an active interchange of ‘human input and out %

. ‘between the ‘suservisor ané the teacher. ¥he teacher,réacts to what he "sees'

in- the supsrvisor. -

Churukian ‘and Cryan (19?2). whurﬁﬁi?n*($370)nand Linemann (1970) .

B SN,

c - ~

researched. the different types of interaction between, the teachcrs and tha

supervisors. Ths teachers do develop a parsonal percentign—of suyeryislon.




. o
S Masher and Purdel (1972) said: . ., B
. The teachers may see manner, warmth, eapathy, ) .
v ¢ authoritarianism tough - mindedness and thz like, {0.%) 4 L.
The meeting tetween the teacher and ﬁ?g—super?isor incites\behavip} :
: . change in the {eachar that results from thé teachers perceptual sben "
: ]
: of his supervision. - . '
- r . : B . Teng LI
: Theé teachers percentions of supervision are related to past. experiences ;
- - -, . 'y
: % < s s s : _ . . g
in supervision ard immediate asséssments of "what!" they "see! in: their w2
supervision. (Csborne and Grace, 1971) .
. \‘:7: ) . -t
2. The teachers perceptions of the value of their. supervision-is ~ E
. % - -
. % -
related to their sersonal perceptions of the manner in which they are
" supervised. ’ T
i f < \\ . N .. _ ] P E
Cogan (1973) stated: ¢ ) 1} o 5
- : It imnediately becomes evident that the relationship - T
t0rbe;es;ablishgd'between—tegﬁﬁ;?—ahd‘clinical,su@era
. visor has imoortant consequens®® - pedagogical, ethical,
. medico-legsl, psychological and strategice (. 2)
s Wiles (1957) said: . St
. : ) _—
Any supervisory actioh,in361Ves workinz with another : B
: person.. 1f the interaction bétween—the'supetv;sor'and . o 7552
- the others with whom he hopes to- relate is not real LT
: . comnunicatioh, neither the supervisor—nor'the other- L
. perscn is dzenly affected. (. 55) SR
ko _ . . ) , o : 9 o
Teachers evaluaate the supervisory epcounter,as—belng—51gn1ficant in T
L 7 <
: their orofessicnel lives and meaningful for their personal lives. They will fléii
) < > o - - oF
o Tisten to the sunervisor but they wantthis adviee to be personalized.. :
o : : g , :
Rorman an.. Jsery (1966) stateds . : o :
. ¢ \ . ' -
One vay ,to make necessary differences in schooling for
chiliren and youth is through the personalizing -of -
A ' - teacher-superviscr interchangss. By personalizing is )
o o meart. the meating of another at a level and through & . g
j ! means whi2h is central to the concerns, intcrests, ideas,. | ..
- B . . . .
s LY f
. : 136 1 E
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and rlodes of thinking and feeling of the other. Per- *
sonalizing is responding at the level of nersonality
where a strategic impact an be made., At times this

_ meeting of teachsr and supervisor may go beyond the

w traditional "helping" of the teacher to an int.raction -
situation in which both the supervisor and teachcr
are enhanced by the: confrontation. (ope 1=2) -

Amidon and Powell(1946) and Churukian and Cryan (1972) describe the

nrocess of teacher ard-supervisor as a socizl process which involves

L N * - rey
interaction between two or more peonle. The most imoortant elements of the

)

supervisory relationship are the ability of the supervisors ‘to communicate

- effectively With teachers and 4o act in a manner that they (teéchers) feel

¥

.will lzad to a »ositive relationship.

Unless suvervisory behavior is percieved nrooerly by the teachers it

becones futile. (Blumberg and Cusick, 1970)

. The teachers percentions .of supervision is influenced by the style
P . p

and behavior vatterns of the supervisors.

Because the teacher tyrarslated the suservisors behavior into intent=
act-effect units{cverythinr +hat the supervisor does will be -perceived by

the teacher as being oositive or negative.

Blumoerg stated:

- i
. « In general, différential percedtions of supervisory
_behavioral styles are related to differsntial per-
ceotions of the state of interpersonal relations that
exist betwe:n a teacher and a supervisor (po. 34-35) |
The teachars "watch" and #listen" to the Sunervisor, Theyﬁ‘perceibe

a ‘behavior and a style.

When the supervisors and teachers confront each other,

the former communicates various observations and .
generally makes his assistance available. sut the

mannar in waich the supervisor conducts himself and

the information he attempts to transmit are zlements

crucial to the.outcoms of the ccnference. (Rlumberg

and Amidon, 1995. nd. b1240) . '

137 .
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: . The personal behavior and the supervisor?gstyle of the sujervisor

' influences the interaction with the teacher. Logan (1272) ifolated

-
«

‘severzl variables of supervisory style and behavior that negated effective
teacher supervisory rglations. Dlumberg ami jebef (12656) and Fost:r (1759)

- ' - T . -
‘ descrit.ed some snecific actions by supervisors that influ.nce feachers

- -

perceotions of sujervision. The teachers can nek: distincﬁigﬂs totween

zood" or "bad! supervision.zand "good" and "bhad! nersonal “ehavior or

sunervey ¥y strle.

Because tesachers do have different perceotions of suservision and can

distinguish betwesn diflerent tyoes of sunervision they zrs able to classify

: perceived supervisory bshavior into sarticular tyoes. Each type of oer-
céived sunervisor; behavior incites an individual reaction by the teachsrs,

This reaction may be oositive or negative. They s:e the role of sudervision

.

as "good" or "bad". It becomes "meaningful" or #rutils", The tezchers are

abls o say why they make ths conclusions that thsy do about the percestions

-of .supervision, .

. - C « Rationale

’ The followinsg conclusions orovide a raticnale for the use of teachars

: percentions of their supervision to distinguish differences in %inds of .

i supervision th..t teachers recieve., These renresent a synthesis of the
N ¥

literature on rerceptions and teachers nerceptions of supervision. .

: . » 1. Teachurs »erceotions of supervision-offer one valid indication

A . o .

¥
of different kinds of supervision.
' ~ 2. Teach:rs percestions of suoervision zre based unon personal

: reactions to tic style and b.havior of "the suvervisor.

3, Teachavs are able to detect differences in the style and behavior .

of supervisors.

Rt

-

% Q . -11363 . ' :
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L4, ‘Teachers are able to classify different %inds of supervision '

into positive or negztive supervision. ) )

. . . s o .
The four conclusions are sunoorted by combining data from previous
seétions:

1. Teachers verceniions of supervision offer one valid indication
of the teachers ability to notice different kinds of supervision. ’
The literzture on percention indicates that human %>ings organize,
céordinats and synthesis inform;tion in order to eSbablisﬁ structure, ,)
! N
stability and weaning in objects and persons. Past exderiences are
imoortent in this process. +hen the teacher.meets with the  suvervisor

an interaction of human inout and out osut commences beiween the two. The .l

-

teacher ir lef- with a perception. Future mestin‘s vetween the two will

A=

acd to th- teachers percsptions. Eventually the *eacher will develor a

stable ant. cleir serceotion of his supervisor. Changes in sunervisory
-

. . -

style and behaior will cause charges in the p vcootion. Teachers "see!

s oo .t . s T
differences in sunervision, g

.

> .
\‘ - ¥,
.

reactions to the style and behavior of the sunervisors.

- ’ 3

L
2. Teachers perceptions of suosrvision are bised uson their personal

Acequate sadiriczl evidence sugocrts the contention that teachers
. ) i .
peﬁceptions of supsrvision chunse considerably with noticeable modification
in the style and behavior of the suderviscre -
" 3, [feachers are able Lc dstect differsnces in the style and behavior
of‘supenvisors. i ‘ A -

Teachers o not sce all supervision as being the Samze. <ach suonecrvisor

creates a uniiue type of sunervision that s the sum of his wersonzl style
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and bechavior as percieved by the teacher. Teachers are aware of these
s~

differences anc value the productivity of the supervision in terms of

how the supervisor "behaves', - -

-

L4, Teachérs are able to classify differcvnt kinds of supervision into

=

"rood" or "bad" or "nositive! and '"negztive! supervision deosending unon

their oersonal jerceptions of the style, and behavior of the supervisor.

Tzachers assess their supervision in terms of how the supervisor perso-

nalizes the aooroacn and treats tge tezsher. They (teachers) are able to
ssparate supervisors and aupervisigg into specific iypes.. they see
differences in supervisoré and supervsion,

In summa;fzing,the teachers do have a "perce-tual veil" or voint of

refercnce towards their supervision. It is valid to use teachers merceo-

ticns of supervision and sunervisors to investigate oercieved differsncss

betweenrtrained and untrained sussrvisors.




: TII. DESIGH OF THE STDY . R . .
: g . A. Pqpu1ation -

R

The étudy was conducted in four »ublic schonls, Two of fhese zre

= M .

: secondary schéols and two are clementary schools. 411 of the schools.

7 are in the suburbs of /Pittsburgh. -

; Setting of the Study: ’ ’

Schools A and B are large secondary schools in the Yorthern suburbs

of Pittsburgh, The supervisors in these sciiools are untrained.

X ‘. ‘Schools C and D are iwo differsnt elémentary_scnbgl witﬁin'thé same
school system, The supervisor in school C has a,dogﬁorate in currighlum
andisusefvision,and the sunervisor'in schcol D has extensive pbs@ master
work in supervision. These sch-ols are in an eastarn suburb of Pittskurgh.

The sunervisors in schools A and 2 suo2rvise about 35 teachers ecach

(Subject area suoervisors). R

‘The suservisors in schools C and D supervise about 25 teachers each

Lo (Building principals). -

v
.

: - A11 of the sumervisors in the study observe and rate each teacher that :
= . g . . *
was used in the study. . - :

.

A total of 103 teachers wére used in thz study. A1) of the teéchefé "

in schools C and D were used. All of the :eachers in school A and 2 were

. used except 10. This uas to establish four .equal groups of about 25 each. :
B R} f ’ :
- The teachers from schools A aad 2 were chosen by random selection.

3, Description of the Instruments

Two ju- stionnaires were used for this study. Cnz was used to assess-

general percentions of supervision and evaluztion. The other was 1sed Lo

assesr the ‘sachers mercentions of suoervision from trained and untrsined -

-

B

sunervisors.

Q
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1.The James . Young and : 2obert L. Feichb"erwer School Supervision
-and Zvaluation Muestionnaire to Assess Teachsrs Gpnr”al Perceotions
- of Suvervision and Zvaluation, (18 questlogil t :

-

This instrument was developed by Young and Hzinchherger to assess :

tea ‘hers renerel nercesticns of their supervision and evaluation.. 411

; ) - of the que stzcrs were based on the == neral concerns related to effective

™

‘supervision and ‘evaliation as indicated by ecducators throughout the :
nited Stztes in rscent educational -uoblications. It covers zll of the
imoortant and relevunt assects of sunervision as indicated in the
1 . . .
srofessicnal l3terature., It contains content ané face validity and assesses
the teach:rs o rcention toward his supervision and evaluation.
Tt Includes th Fcllowing Areas: : : :
. 1. Meed ‘or supervision and evzluation. L
x 2. Percestion of supervision. )
: PRI 3. Particvination of teachers (in supervision). ,
4, 3valustion used for diagrostic purnoses. , B
B 3, Particinztion of many in evaluation (“ho should be included in
evalu::tion).
- - o . . .
? 6, Focus attention on the learner (instead of ths teacher),
7. Super risors perception of teachers shilososhy. -
. 8. Bvalu:tion should focus attenticn on imorovement (instecad of
- . dismisal).
9. Time 3nent in supervision ( two questions).
10. {ind _.f suvervisor (teacher relatiosnshis). o
' e T
: 11, Jesir:# sumervisicn srogram. . ‘W 1
: 12. reseit role of arincisal/supervisor. ' Ml -
- 13, ff ¢ ive way to imorove instruction. -
14, 3Sugeested sunervisorv/evaluation orogram. ’
2 [
N I .
5. [mpor-.ant.humanistic qualities of -supsrvisor.
y ) :
/] - z
: | L , 142
Q y ) .
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: 21 ,
15, Important teacher attributes,
17. “ays to imorove the sudervision and evaluation process.

Loce There are ten -~ yes or no questions, three short essay questicns
: . and- five multiole choice questions on th: Young and Heichzerger
- oguestionnaire.,

s

2.Personally Designed Instrument to Assess Teacbers Percew*1ons of
Trainéd and- Untrained Suoerv1sors. S

*

! ] Because a ‘rained supervisor is given instruction im methods of .’

‘ rd

classroom supervision-via, lectures, textbook, seminars and actual -5

.
-

He -knows someth*nv about supervision that the untrained'supervisdf does noat
; .. . o
g «ncWe ot :
- * !“ -

: He has r»ae a“oat supervision, oracticed it, and listened to ihe advice
. of exgerienced educators who have spent mary years superv151ng teachers., He
. - learns ‘mezhods, skills and nrocedures, Because these are based uson exiten=

.- 51ve rPseﬂrch, exoerlunce an~ success they arz -sound,. aractlcal ¢nd sucéessful

methods o "orover" supervision., As a trained supervisor -he does #things® in

{

: his sunerrision ~hat reflec® normaiive practices of trzined supervisors. 4
- . L1 = .

. trained siperv.sof, thinks, a~ts, behaves and supergiSes,like a trained
supervisor is sunsosed to think, act, behaver and suoefvise,

The self-designed instrument used in this study asks the zeacher to
comnent about the suvervision he recieves. The 'nstrument asks strzight~

- forward questions about his supervision. All of the questions oroe the-

teacher.as to what he “sces" in his suoervision. All of the-questions Telate
to skiils-that-ths irsined sapervisors shcild have. The teazcher is ask?d if

practice he develops competencies in =he suvervision of classroom instraction,




i— . sees the superrisor as a threat, A trainsd suvervisor should not bz seen

-

£ as a threat. he teacher is asked if the suoervisor criticizés
teaching". The trained sumervisor never criticizes. :

The instrument, in each of the twenty-five nuestions, allows the

.

- 3 - : -
Lo ‘teacher to separate the supervision he receives into z distinct "tyae'.

Tt will either be a oractice of 2 trained sumervisor or au untrained one.
Zach guestion is directed at soliciting the teachers percootion of

i supervisory skills that the trained supervisor should bossess.

] Rationale for 'sirg the- Personally Designed Instrument for Asssssing
. ] meachors Perce® tions of Trained Suvervisors. ) ’

2 -

-

: Because .Leachers do Perceives,differences in the style and kehavior

- -
of supervisors and this study is assessing teachers nerceotions of trained

and untrained sudervisors an instrument is nesded to measure the differences

in supervisory behavior . This can then b= elassified into 1) Beh:vior of
a trained superviSor, 2} Zchavior of an untrained sunervisors 2

his instrument orovides data. on teachers parcsotions of trained

= E

supervisors and ts-chers percantions of untrained suservisors. The data

from the tr-ined sun2rvisors can be comnared with the data from the

§

untrained. suservisor. _ .
This. instrument has very high face and content wdlididy as corbelated’,

with exnected supervisory comocienciss of trained supsrvisors. It was ~

- daveloned by using the suvervisory competencies list from the University of

-

Pittsbuarghs! Deoartment of CurriculumzAd Suoervisior, Summer Horkshoo

at Bethel Park, Pennsylvania, (1969).

ERIC - ! » - o
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‘Rationale for ‘Jsing Both the Ybung,andAHéiéhberzer estlonnalre
and a Personally Designed Instrument to Assess Teachers Perced-
tions of Supervision. ' )

. ) , -1
“fith two instruments a comparison can be made batween the two grolns

of teachers used in the study: OCne grouo with the "trainedrsuperviso}"
. * . x - ] B

will have perceptions of their general supervision and their personzl ~
supervision; the other group with the untrzined supervisor will alsq

‘have a percention of their general supervision as well as their persomal

supervision. The questionnaires will providé data that can be uszd to
- . - I’-' Jk’ ~
coupare teachers 3erceotiéns of both”zroups.

hd -

i Ce Ceneral Drocedures
.7 .

One hundrzd envzlopes were "assembled and personally dellverec to

s

4

-each of the four schools. Eacb,envelppe—cbntainedsl? a létger p£;;

- - L ‘ ;
introduction from the researcher ezplaining the purposé of thé-study,
2) a letter ex laining the directions for filling -out the questionnaires,

3) two qaestlonnalrps, 4) an envelope to =lace ihe finished questlonnhlres.

5 ‘he teachers had threz days to comolete the instrument and return tnﬂm

to the office in sealed envelops . ‘he writer oersonally picked up the

juestionnairess




L ) ' \
- L.-#" " .IV. PRESEITATION AND AMALYSIS OF DATA -
) o oTr - N\
- ) B ~ ; L H\\ g
: d 11t&.n h- 11m1t tions of this study, the Tollowing are tho flndlngs.
: ' AL -
CR ) Hyvothesis numbur one wzs re Jccted.,iwhgr are significant differences
: S wr w‘ r;, ’*“;f'?i~:
T in t= achavg‘aerceaulons of traine )sgaérv énqreogaﬁred to teachers
- oA n A - 17511.!‘\'(-'*
: ‘berc;nulons “of untraiped supegg;sor§,, };f%ﬁk
o ; yno‘he51 numoer‘two Was. FBJ cteds Ihere °ra\51gnlflcant differences
. PEECEERE N S
- . P S .
Yoy =~ ——in teachers perc:oiipns ofrrﬁpﬁr schools sunervision nn* evaluatloq if the

" - .-

J ! el
teachers «re s oervzsed“/yjﬁralnéd sudervisors cowoarad tc teacher s who

i < are supervised bJ-Khtrained supervisors. - .-

i- - In g:qupsré aﬁé B the questionnaires were returned from 12 teachars ‘ . : %
i =0 in each 07 the rcroups for a total of 24, (Wntra;ned supe rv1so‘s) ’
?7 ) In groao- C, fourteen Que st aires Were returrned and in group 3y -
% - ) Yé yaestionnaires wsre returned Jor a total ofj30. (TrainedAsugerviéorg)ir x
- T Statistical exasinations provided tﬁe following datz: L

- L . ) . - :
: . | : -

. _Heans of the Four Groups on Total Score
. Inrestricted Least Square Bstimates Cell Heans -

Untrained——— Trained . - 4
—— —Groun A Grouo B - Groun C - Group-D
; 675764 - 67,657 26,290 .38

x . . - .

These scores wWere formulated ©r giving numericzl weights of 4 to an

always answer, 3 to a.somsiimes answer, 2 to a szldom answer and 1 to a nzver

answer in quus’.ionnaire two. - .

“

. In questiomnaire one, numerical weights of 3 were given to Ycs answers,.
) ]

*

S

[PaN

G2
<

: Q Y 7 ; L )

o~




K : N ':5-‘ )
r
; 2 tora no answer and 1 to a neutral answer, -
g B 4 ’ - - -
n An anlysis of vafiance‘indicates that the overall study isf§ign e
- Y L -
nlflcant. There is a 51rn1ficant differ,nrr betweeﬂ grous S ke nd-'\ﬂa
B - untrained, ‘and groups C and D - trained. T..r2 is no 51gn1ficant ¢
difference between groups A and 2,
- oo Table B L e e
Analvsis.of Veriancs ; .
: - - T e ) ' -t : ’ . T
- _ Hypothesis Ss . DF us- . F P-Value- -
Groups L 1722,00 3 .. 576.33 51,55 P.001 S
- N /A 4.‘,3::'::1 . . . < :
Error - 602,52 "5l 11,16 L
. : RRREEY : S . ’ :
. i = e
< - = E 5 - 1 r—’ L4 - ‘}
e 2 .
- . B} ﬂ"___,_,_._k_:ﬁ - ""“"7',

p— 67 ———

Further stébigtiéal-examination*tﬁ@iﬁéfééhfhat there is a significant

A - . — .
: . - E
2\ . _ B .. - e - . _

difference between group C and the other thre& grouns, (The suservisor

é o in gzroun C has a doctorate in -curriculum and supervision). ' f . o
The rollcring data indicate that the overall stAd; was significant .
oartlj because the difT Fence- betWeen group C and the QVerage_df groups‘ - B
Y 3, bnu D.éo s not \?“Tude Z8r0. , -
Tablo C . ..
! ] Estimate ontrasts Standard Error of Confidance for Bach Row ——— """ = ’
o of fiypoth:sis. Test Matrix. The P51 Estimate of the Difference
betwzen Grouns A& and B and D and Grouo L. ) S / g
, _Eow Psi Zst.e  ~ Zst. S.Z. Low LT, ypP. Lil.
Groups A=B-D' 1 G izl 0.970 -11.123 ~5¢519
Group C-D 2 -1.076 0.897 13,663 )
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-

A An examination of the data indicates major diffef:pces between'the

- 4

: teachers sercestions of trained supervisors comparsd with teachers .

' = hd -
perceptions of. untrained supervisors&\\These major dif’erznces conc:srn

L zermane interrelationships botween two human beings. As such; tho re-
o lationship can be assessed in terms of positive or negative values because
the verdict of the teacher towards his supervision is based upon cognitive

T and susopicious impressions of what' he "sees" in his supervisor and sujer-

-~

vision. Ke se.s comoetence or sham. He detscts misreoresentation or

e

anthenticity. He is enlightened or he is verplexzd. Yis percieotual scan .

»

I can see "goodn:ss" or' "badness" and "oositiveness" and "nsgativensse'e
= ) The data do not separate the teachers percestions into "good" and "bad"
2 - ¢ - at e - N i A

. ¢ - )

~ . -
; superyvision. Howévggﬂgithihgihe;limitgtionSMOf_this'bfief'§tudj an importfant °

- ,,._.,—‘——;v;‘r""l.— .

* i concept does surfacz that discredits the alleged "supervision" .of sope

supervisors and commencs the supervision of others.. Ther. axists "suosrvision"
L ) P - . j, : - - . ' )

A - -and there exists oreferable "supervision": Theé nrevalence pf*suvervision in
i the schools does not mean ‘that it is oreferable o~ effective. supervision,

# r ”

"The data indicate that there are—misinterprégatinns—pf‘the'process of super-
~ -

: /

_ e

-

vision on thz part of some Supervisors. = T -

% -

E—

-Supervisory behavior or practice that is percieved as unfavorszble cah

A not be misconstirued as .being good or positive. 7 - :

PN ¥

j ; A close e..amination of -some spzcific data in the questionnaire sunsort o

.: f‘. « » =
: - this conténtio.. ALl of ith. %eachers who have triined supervisors indicated
- that their sunsurvisors are gualified to observe and rate their teaching

verformance and that their sunervisors were food suvervisors. The teachers :
. i ﬁv )

; with untrained susefvisors stated that their suoervisors were sometimes. or

M - { £




. . )
- ! ) . . ‘\ . .\‘ z
v ' 27 :
. s (\ - I
- é seldom-aualiliad to obssrve. and yate then un" thﬂ t their supsrvisors were -
: g N . ,f_ 4’ . . , 7 ~
v not_good supervisors. T : T .

. ' o Table D

‘ . =y SuserV1sor is QUnlifled to Observe and uatc ny Teaching Performance.’

3

-

: . . Tréined supa?visors -always 29 , somgtimes _1 , seldom __, never_ _
- - SnE—— . S— D ——— 3
:,- te ” v . v “ . : S 2 -
AN 3 . Untrained suoervisors-always -, sometimes 10 , seldom . , never I

; ———— ~ K
: - =y Sunevvisors is a}:ood rvisor. * ) .
. i A - ’ .
: L% - ; Traipqdé&upervisors -always, .30 , sometimes » Seldon , , never-

ir , e 0 22 — 0T e —
- &

. O ... Untriined sucervisors-always _ 2 , sometimes 6 , seldom 6, never 3
N 2. Seidom D, —2

E— = " B £ < .
i The tegchers with trained supervisors do not s=2e “he supervisor as a . : :
N . - : % - e

-threatening: adninistrator nor do they fe.l that ne (the supervisor) is

3 - ootentially dangerous to a teachers:

o, D i ~Table &
<1 ‘See Eh Indlviddal 4ho Suocrv1ses e as a Vrlnnd and Colle agyé rather - .

A . e = 2 7,
e , ) , JA
7N

. ]

R ‘than as a Threatem’ ng. ,A:iministra’_coii. ' -

Erarn
.
.

.. ‘Traihggssugervisgrs- always 22, sometimes _5 ,"seldom’ _3 , never

y e !
Untrained supervisors-always , sometimes ,2 g:seldom L4, never 1 !
2

Te - Ty

» -The Sdceersor is Quite -Often Ssen as °otent1allj Dangerous to a Tezcher. - ST

Trained supervisors, Yes 3 No 27 Neutral. .

»

»

ntrained Supervisors Yes. 21 Yo 2 Neutral. 1
- ——— — > ——

XY S e Y -

Yo e e

c. Recause the teachers have a negative atilitude towaru supervision. 1n

~ -

gpneral *hev also have a negative attltude towards their oersonal suner

vision.- - .

}

Sy - Within the ]1m1tat10ns of this study, there is a rzlationship tatween
. ‘the two, A comparison of the data in questionnaire one with the cdata in -

a¢ .
‘o, 3 _ . . .

/
~
24
Q_}
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: y . ' : ' - 28 : a
, - - « - « *
~ questionnaire iwo indicates that there is a relationship. 4 causal’ .
- i B —
. e ) ) .
i < relationship exists between what the teather "szes' in his supervisor ! -
+ ", . . et R
and his perception of supervision in generzl, s *
- Lo » H
E—, . - . -~ , . . . i i
- On ouestimnaire one the teacaners were asked to list ways in which ;
I . : s
- . - - . Y . 4 o *
: supervision czn be improved. They said the following.- , . (//4
— 7 * : ’ ¥ -
o , 1, lays to Tmorove Supervision and Zvaluations. £~ ! T
¢ hesoonses of Teachers with 'Intrained Sunervisors. .
e ‘ 1, Better uﬁéerstanéiné of the evaluation orocess, participation
- - \ - - Fd
R in it, and not only negative comments. ? .-
- . % .
’ 2. Set dofinite, obtainable goals, which botil the teacher- and the .
- & suvervisor see ‘as desirable goals, - ) .\ ot
<'; ’ 2. Decrease the fear ol being sunervised.. ‘ . . ,
: - 4, fore time spent in iz-service sessions exolaining expactations
and procecur=s used in the:evaluaation, .
- .jﬁ 5, Have tcacher set uo resonable objectives to be achieved and the
Y ) . o
o ‘< superviso® check on these, - .
& A h . .
- - ’ y -y o 3 - L} . g ,"A
T 4, A compatibility in stad~ otj.ctives and a sympathy toward
r human : - -
. C 7. Preélobservation conferences, discussing what is expected, and i
’ < N L e ! L F) 2 }
L ,helgihg the teachsr maintain classroom goals, through these guidelines.
, - / . 7 H R
: .+ 3. Teacher adminis:irztion désigned evaluation instruments,
H . . ’ . . }' >
L 9. Temove any chanme of ratinss “eing used for potzntial lay- offs :
- - . -, . }
;- . 10. Xnow th. characteristics being judied one .
R S * A - . ) Te -
: - - 14. Pre-observation discussions. -
12, Don't be condescending, . v . -
_ M . *
= . ) 1 ~ -
. . ) S . :
.. : g ' ] e
. 150
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When. these comments are compared with the.data in questionnaire-twe

it is clear that the teacher does not."see" his supervision as he wruld
1]
Like to "see" it. An ilem analysis of sovecilic questions indicates that

the untrained supervisor does not "do" what the irained sunervisor does.
. - ] ’ ]
Y . . - . 2 . .
That is, the untrained supervisor never doess Lthe "things" that tke trained
- —?'\_— 3

suservisor alwavs does., That is why the teachers with untrained suder-
aLrajs C L
visors ask for imorovement in areas that the teachers with trzined super-
¥
LY .
visors have no nroblem, . -

v

Thare are very few comments on the questionnzires of the teachers
with trained superviscrs on ways to improve sugervision and evaluation,

2., Yays to Improve the Supervision and Zvaluation Process. =

Resoonses -of 12achers with T.ainad Suoervisors.

1, Mutual resnect. -

2. Let the suvervisor teach awhile.

. ) .
3. Deteraine exnectations. -

L, .ore risits by the supervisor. .
5. ‘Inderstend needs of the educational nrocess.

An item analysis of the questionnaires indicates that the trained

[

supervisor always does the "things" that the untrained supervisor never

~.does. o

-

It is important in this study not only to indicate that there are

significant differences between teachers percestions -of both trained and

-

untrained supervisors but also to indicate the "general areas" of difference.

-~
s =

Tt is these "general areas® -of differ.nce that make Jistinctions
between the te chers percentions of nositive or. n=gative supervision., Factor

analysis of seiected "general areas? of dilference incicate that trained




i
supervisors sunervise differently from unirained cnes. This rasults

in a mode. of s pervisory behavior that the teachers perceive zs being

. . ! . M s » y »
Jositive. ihe; feel that their supervisors are qu2lified and are doing
a good jodb of supervisicn. Untrained supefvisors initiatz 2 mode of

- 3 > » ". h] 2
tehavior -hat -he teachers purcieve as ne:itive. the teachers do not

, . .
like the jupervision and feel that it shoWld be improved.

'
/ -

/In some arsas “oth zrouns agree. Over ninetv-five percent of both

'

groups. zgrez that the teachers should take sart in develdping evaluztiion
) /

-
!
i

nstruments, that tkere is a definite need for supervision in the schools
, )

ard that evaluation should not be the basis for dismissdl.
i ‘

Within the limitations of this study and based on- the £indifigs of this

study the follcwing conclusions—were drawm.
e =

S

1. There are significant differences between teachers percention§

-2y

S

~
.

of trainec supervisors and teachers percepiions of untrzined supervisorss
[
2. Ofrained suosrvisors initiate a style and behavior that is seen by
th: “eachirs a; bteing nositive.

. :
3, Jntrained supervisors do not initizte a style and behavicr that

the teachrs parceive as being nositive.

L, There is 2z relationship between teachers percentions of their

general supervision and their oerczantion of tﬁb;:\oersonal supervision.
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APENDIX A .

Cover Letter to the Teacher

=L . . . ™~

-
* %

Igithe—CIaSSroom ?eacher: -

. Although there are numerous demands on your time, will you slease
: - take a few minutes for a task which you alone are best quelifi=zd,
: As a graduat. student at the Jnlver51ty of ittswurgh, Department
“,Parrlculun anc Supervision, I have undertaken 2 research study to
= examine how facu ties PErcéive their supervision and evaluation. :
: " Please coope ate in this study by complnLLnr the enclosed Questl)nnalrb" '
- at your earliest converience and returning them to
sealed in the smelope provided by . .. Yeither your nume y
nor the name of -—our 'school -is requesteds 7This is to preserve the
. a2nonymity of returns and to focus,on jyour percepticns rather then you as
an individuil, or mepbsr of a particular faculty, : :

This studs is boing cenducted under the Jir .ctions of Dr, John L. ¥organ
at the ‘Iniversity of ?1'tsburgh.

: L. Sincerzly, -

+ -

John 2. HcDoﬁough, teacher . :
Shaler Arsz Senior Kigh Schcol

: \\) ‘ '1{5fi ' :
S
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' Apendix # (Cont.)  /

Directions for tae Teachers: - T

The puroose of this study is to assess how faculties perceive their
their supervision and evaluation,.

. -
B

Directions:

Lol

1~ Thé term supervisor refers to that verson who observes your'classroom
teaching. . It can be a orincipal, vice princival, full fime sudervisor, -
part time suservisor or department head. )

2- Glance over joth questionnszirss oefore beginning to respond. This will
give you a «uneral idea of its nature and oursose.

. i
. 4 L
3- Respond to cach juestion as accurately as possitles \

|
i

F \
i

'

]

XINDLY COMPLSTE AND RETURY.THESE QUESTIONNAIRZS T0 _

STALZD IN THE SYVELCPE PROVIDED, . " ’

THANK YCU

b
‘CJ7
(]




1-

4.

3=

- -

1 : APENDIX B
QUZSTIONNAIRE # 1 (Young and Meichberger)

HD:D FOR SJPERVISION AND EZVALJATION

There is a definite rieed for supervision and evaluation of teachers in
the public school, .

&

.t
1
.
yes no . neuatral

PERCEPTION OF SUPERVISICH L
The supervisor is qulte often seen as potentially aangerous to a teacher.

/
yes_ no . neutral . i

'PARTICIPATION OF TZACHZRS

Teachers should take part in develonlng or selecting evaluation instruments,
so that they know the criteria against which they are belng -judged.

yés no ' . neutral

EVALUATION 'JSED FOR DIAGHCSTIC PURPOSES
Bvaluation should “e used to diagnose teacher! s per-ormance so thej can
stregthen their Jeaxnesses through in.service education.

yes no_ neutral ;

PARTICIPATION CF MANY IN EYALUATICN

~ BEvaluation sbould be something in which teachers havg—a—part—along With

students, parentis, and aministrators.

——— —

yes no neutral .

FOCUS ATTEﬂTION ON THV LEARNER

One way out of the evaluation dilemma is to pat the focus on the learner,

not the teacher,” and to involve everyone in the business of asse551ng or
supervising everything we do all the tlme.

yes no neutral -

> 2 e

. ‘SUPZRVISOR'S PERCZPTION OF TEACHZRS PYILOSOPHY

It is important for the supervisor to have some understandlnz of ‘the
toacher's educational ohilosoohy and how the ‘teacher v1ews nis cwn profession..

yes no neutral ‘ .

P - —————

EVALUATION SHOULD FOCUS ATTENTION Ol I#PROVE4ENT

Instead of focusing major attention on providing the basis for dismissak or
continued”emsloyment, evalnation orograms should focus attention on 1mnrov1ng
the performance of the emoloyee oresently serving on the Job.

yes no neutral

an——— —— — -
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a b; -c d

‘The teacher -and supervisor establish a 1ist of areas wherein the Leacher will

St

° QUSTICNAIRE #
THIRTY-FIVZ PERCINT OF'?Iﬁé SPENT T S'IPTRYISION - . .
The building principal should sdend at least 35% of his time in supervising. °

no

yes . neutral

TWENTY-FIVE PE.C?ﬁt 07 ~TMZ SPNT IN SJPZRVISION
¥y building principal spends at least 25% of his time in supervicinge.
&es no ! ; ’

KIND-OF ‘SUPERYISCRATZACHER RSLATICHSHIP

The kind of relationship you would like. to have exist between you.and a
sunervisor is that of a: (a) -heloing relationship, (b) colleapgneship,
(c) evzluator or rater, (d) counselor-client, (e) teacher-student.

neutral

a——

a b c___ d . e

g arp— ——— eee—

-
F

D=SI2=D SUPERVISION PRCGRAH
The kind of supervision nrogram you would lik2 to sez implemented in your
school would be a: (a) team approzch- to supervision, with teachers designing
and-evaluation instrumen: and'évaluating~éach—6ther1s<prbgres$.:(b)>videq
tape,eyaiuation,aﬁd<Sapervisibn,aanroa¢h; (c) rating scale or category
listins svstem, (d) supervisor and each teacher agre=ing on instructioral

program orjecTives, and working together in evaluating these- objectives

a ”,' b c a ) .

OF PRINCIPAL/SYPZEVISOR B ]
The main role »ou presenily see your p:incipal/superiisor—playing is that

of a: (a) instructional leader, (b) putlic relations 1-4der, (c) adninistrative
leader, (d) passive leader, (e} other kind of leader. °- :

g

ZFFECTIVE WAY TO TMPROVE INSTRUCTION . S —
Tn vour opinion, what, would be h:z one hest way in which the supervisor
could mos: 2f7ectively help to improve instruction in vour -sches1l? (@) occa- -
sional classroom visits, (b) frecusnt classroom visits, (c¢) arranging for .
exchange of ideas between schocls, (d) shddying.the school needs, and Work

w#ith faculty <crouos in solving instructional problems recognized by the groups.

=

PRESEXNT ROLY

A SUGGZSTED 37JPTRVISCAY/EVALYATICH PROGRA

concentrate for one wear., For example, onc area could be: Mdesign better tests's
Tollowing the agreed-anon 1listinc, the supervisor observes the teacher's
performanze,, renders assistancs where possitle, and lastly, meets with the
teacher to assess nrogress or lzck of it at the conclision of th: evaluation.
period, 1 ‘

very nositive

P

nositive n-gative vary negativey




WESTICIINAIRE # 1

: - 1A-.  THPORTALT H BANISTIC QUALI?IZS CF A SUPIRVISOR ,

If you were called unon to hélp design guidelinzs which would assist your
school -in hiring z supervisor or administrator/savervisor what is one
humenistic mality pertaining to a supervisor, you would:list?

i . i
- o - _ : . B .
17-  IMPORTANT TEACHER ATTRIBUTIS .
: If wour school requirad an evaluation instrument of. tcacher ahalysis sheet,
: what is one imoortant teaching or teacher characteristic you would suggest
: . zeing listed or this evaluation :sheet? ’ :
|
S 13- FJAYS TC I.PRECYZ THE S'IPIrVISICN A5 ZYALUATION PROCEAS )
: Sinece teachers and supervisgrs—cahnot divorce one ancther, what is one way
o ‘ in which their mutual goals can kacome more comvatible? i.e., decreasing
o -he fear of being supervisad, deiermining expectaticns, etc.? )
7 ‘-
7 I's
. /
e }
e 3 .
- - I3 . -

4
- H
b
1
. T :
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1 see the individual who supervises me as a friend and colleaguz rathe¢r than

QUISTIONMAIRS £ 2

-as a threatining administra‘or.

always____

-sometimes

seldom

Apendix B (Cont.) (Personally Designed Questionnaire)

never

Ay -supervisor helps me Lo olan the lesson before hz[she observes =e.

always.

sonetimes

seldem

nevar .

s

sy supervisor gives me a pre-observation conference aricr to coning into

My class.

always___

s

sometimes

seldom

nevsr  _

-

‘7 superviso: ;ives me.a lengthy post- observation conference so that we
‘may both review the ¢ilass T taught.

always

sonetimes

e

seldom |

never

{7 supervisor is qualified Lo observe and raie my i‘eaching nerformance.

- always___

During my conferences with my

always

some imes

sometimes

seldom

never___

supervisor I feel relaxed and at ease.

Seldom;__

-never.

During u: conferences with my supervisor I feel iense and nervous

always___

“ "

sometimes

seldom___

never

Before =1y class is observed, 'he supervisor -knows something aoout the

nature of the class,
last period of day, or a very quiet class.

‘always

¥y supervisor has an idea oZ,what my personal teaching style is like tefcre

'4
sometimes

‘he observes me.:

alquS—

If something is wrong with the way I teach my suocrvisor tells me about i

sometimes

after the observation.

2lways

- -

sometimes

seldom__

.

seldom-___

»

seldom____

That is, slow learners, several discipline oroblems,

14 * \

never

never

never
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QUESTIONIIAIRT #2

11~ During conf rences with my superviso} I do most of the talking.

;

always._ sometimes - seldom never - -

12« ‘During conf:rences with my supervisor hefshe does most of the talking ;

always sometimes - seldom neves

13- The comments that my supervisor makes about my teaching are his own >
personal oninions. They are too subjective.

always somelimes seldom never ,

14~ During conf:rences with my suoervzsor after he/she observed me, I am
presented with very objeciive data collected during the observation

such as a Flandors Scale, a teachins pattern, non verbal behavior, or a
systomaulc orocedurn that indicates mors than subjcctive watching.

) ‘ always sometimes - seldom never -

*

: : 15-. My supervisor is a good supervisor. .
always sometimes. seldom . never :

: 16~ During conferences with my supervisor we both talk about the same amount .
2 of time, =

-always sometimes seldomi ‘never

1 y,.___f’ . SO : p —_—

17- My supervisor asks me a lot of guestions during conferences. .
always sometimes. _ seldom - never ) o

18- My supervisor respects me as a human being.

always sometimes seldom . never : -
.19-. I join in the »lamning of classroom observations, ) .
- FY - - N
alwavs somctimes. seldom .  nevar

» ¥

: 20- I have a good undersianding of ~he type of supzrvision my ‘sumervisor
-~ practices. .

Pl

always. sometines seldom | never
- - — . - —— —— ng——
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22~

23~
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After I am observed my supcrvisor and I analyze the events of the class.

always . somztimes seldom never

- N

After I am observed my sucervisor and I share the decision making about
‘how my teaching can be imoroved. ,

always____ sometimes seldom nover -

-

“fy supervisor observes my classroon behavior, my teaching - and not me
personally. - *

always . sometimes seldom never

— . — —_— —_—
I percieve 1y supervisor as one who is oaid to detect incomnetence in
teachinge. :

always - sometimes’ . seldom-

Eed
The interpersonal relationship between myself and my supervisor is gosd.

“alwayS/// ‘sometimes seldom never
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"7 know only that what is morel is whet you feel
good after and what is immoral is wpat you fecl bad after."

L. ==

— ~mnest Eertningway

) “riptue is of two ¥inds, intellectual and.moral,
ifhile intellectual virtue -owes its birth and - grovtn to
. $eaching, mopal virtue gonés about as a result of ‘habit,
The moral yrrtues we get by first exercising tnem; we
becone just by doing just acts, temperate by doing temperate

oot acts, brave by doing brave acts,
g ' - —~ Aristotle
fy ,
i3 R .
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e,
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In todcyts ecucational climate tne cuestion freauently

arises as to the desirzbility of fostering morals and valuss
in the public schools, In my discussion I have aeclined to

form an oneratlonal definition of the term “mcrality", this

in itself would command an exhaustive study. I feel cvery-

1

ne would agree tnat ™morality" imooses itself intc cvery
i

facet of onest life, <very decision we ma¥e reflects, scne-

wazt, wnat our moral convictions are. in todayts world

’.lu

co'ccrqed 7ith Waterate and other scanaals, a realization

tnat times have chanzée sd and uzfglit a re-ordering of our

- -
values has taken place. A personis word as binding Is no

longer accented-as it once was,

=25

-1ith tais in mind, Lawrence Kohlberg and his colleagues!

o .3, ) . .
an added dimentTion of importance to those concernea
7

work take '
iﬁ education, iIn this light it should be seen how valuéble
his research is and wnat 2 viable tool it is for eaucauors.
1 first became .interested in rohlberg!s research .afer
v*ffhearing'his“contention'that*only*he snd- god had reached the

-.post-conventionel level, Howevzer, 1n 11y research, I was ©o

find that one of his grzduate students, along with ha”t‘“ ~”’

Soca ssrasc %

w.,,w

putker ¥ing Jr. and Abraham Linéoln hod also maae tne too, aJ“«n;ch

~ ~

with ¢ ¢iscussion of Tis

:'J

(]

Spens
- - - M - - ‘_
six moral stages, as such, end deal more e c1u51ve11‘ ith
their implicotions. < have Gealt weinly with civie educatvion
‘ 5
or noral education, tiie Terms will oe used syronjyaously, os

*
e
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:1y to the adolescent and his eaviromnent, This is

they 2
noc the most tranauil of neriods in onets life, but one where
he or she is most likely to guestion and demsnd justification

P

for morel rules end standerds,

169 o




In the oast, two general methods were em»loyed in - caling

with moral development in the schools, One stiressed direct

L4 -

educational procedures such as telling students that honesty

was the best policy, This rested on the supposition that

if you were %old sometning by an adult, it must be right and

'

you should adhere to it, It was felt that teaching stuaonus’

virtues could proioie sound cnaracter ¢evelooment, sbmewhat

like folloulng a prescribed patriotic ritual could allegedly

insure good citizenship, The second method stressed thireze

indirect educaulonal techniagues,~ Tzachers qrovidad adulc

nocels and demonsirated the exsected norpis of society and

— .- .‘ - . = -
nu-Yities sucn as eauﬂess and clean11nevg. A1l this was

sussosed to rub off on the student who would try to emulate

“this model whom they could look up o, This presujroses tha 2T

~fhe Seacher_wes one wortny of this important task, Anotler

tec'nicue was the classroonm environment establisheé by ine

scher which socialized students to accest certain vsiues

’

- (obsdience,orcerliness), This aspect will be discussed at

sreaver length in another section of this naper, The third
technizi.e relied on curriculum materials vhich contributed to

incidentel teaching of values such as learning about honzsty

o

and othier virtues b7 recaéing bidgrannies of feamous Anericans

< ps . P 1l
wno czemplified behavior waich was desirzble, Jeorge

1, anald =, Balbrzith and Thonas . Jones, "Teaching
Strategies of “o”al Dileamos: in ﬁ-ollcut’on of % oh_ber"'s
Theory of iioral NDevelonaent to Socigl Studics CLa°sr00ﬂ,
Social =dqueztion, 219:13, Janucry, 1375,
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uasningbon and the oft ouoted "Cherry 7Tree" story is orobably
tﬁe’best iznown example of this, ‘

The history of moral education in the United States is, by
and large, a history of failure, There are three contenders
wvith their own explanations for this failure, The arffectivists
clzim the failure resulted from treating moral nrecento

taugnt in:school as if they were something to be memorized

like historical facts or the rules of gragmar. Chilaren

lecrned the rules but had no interest in applying them,

(D
(D'

1 )nent¢l13us say the fzilure resulted from using a

-

- si.gle trzatazent of a moral issue with .2 developmentaily

heterogeneous g oun (age-1ates) scattered across nany sceges

SR 5

of morzl develoonent, resuliting in negligivle net 1m3act,

cne :izht as sell try to teach long &ivision to a frpup'of
'second graders, to—only'éffew,would it make sense, .
sccording to the cozrnitivists, the failure”was due to an
enormous uncerestimation of the difficulty o; moral problems
and- analysis, Having no real understanding of what morality
is all about, they had no reason Tto tzke it seriously when 1t
éonflicted with their—owﬂ interests, 2 ’
"Anotner »oint of view is expressed by the religionists,
They oOften blame moral laxity on the lack of_adequate,réligious

cducation, A Girferent reason accomoanies edch religion but

2. iiichgel seriven, “Cognitive ioral =ducation, " Phi pelta
Kapnan, 56:689-91, June, 1975,




tbeir efforts were studied and were shown to have fniléd; Also;
studies: have showm ﬁhat variation in religious affiliation
and étﬁenéancé seen to be unrelated to rioral devclopment, 3

A “cormon. sense™ ﬁheory behind traditional moral education

which claims that everyone xnows whatts right and wrong is ’ . -

another failure in promoting morality., Following this su» posi-

tlon,facts are then taught on the ‘basis of the teacherts e

superior ;nowWedge and a2uthority comoarable to the teaccznﬂ
A

- of mayh—combinat;ons. Stuqents are ignorant of moral Tacts
‘;nd,are tempted to lie and cheat, Thne raiiurexhsre results
from just being taught these facts and not being given the
opportunivy %o Dractlce moral behavior and naclts.iu é
It a:perra tat everyone ajsproves of moral educrtion, but
Awe'seem to- have great dl”flculty working it into our educa-
tional systera, Popular views assuae that it is the sproduct-
first,of the home, ané second peligibn,' The home »zsses tne

pesponsipility to the school end the sciadol seems to pass it -

back, 3chools are not especially moral institutions. In- :
stitutional relationships tend to be based more on authority
L. than on iueas of jusiice, 24ults are often less interested S

in discovering i:.ow c.ildren are thinzing than In telling then

[y

wnat to thninlk, .

1
.

~3; “Lawronce 1 dhlbcrg "A Cognitive Develonﬂgggg;ﬂgoproacn
to 3oral aduCatlon," waznist, 32: 13-19, V"“be"-DeceAber,
197:2 o - 7

i, ibid,,». 15.
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The schzol 2t:iosphere-is generzlly a blend of Stage.l,
punishment mor:lify, and Stage L, "law ond order® which feils-
to imgress or stimulate students involved in Stage 2 or 3

-moral vnilosophies, 5 Under these circumstances students
and teschers stop communicating with one another and devel-

onment is stunted,  #¥ith this in mind is it any woncer wny

morzl growth is suspect in the schools? Students bscons

. confused znd céont!t ¥now how to act or rezact, -

Hogal brea¥down is s2id to be evident in the high oprc-

pensity toward violence, drugs, ané sexual promiscuity,

Young neonle sce:a to be unzawsre of their morzl rcsnonsibilities,.

melevision, in sart, augears,sbmeﬁhat to blame, Agcbréihg to
the y&elsen index, wupon entering kinderzarten, an American
child already has spent more hours watching T;V,Atﬁan he
would to earn a'COlleng?egree. By his eightesnth birthaay,
ne—ﬁas Gevoted more time to t@levisioh—than*snythiﬁg else,

excest sleep, The high school graduzte will nave avtenced

¥

school for 11,000 hours, but #ill have sat for almost twice

that many hours in ;ront of the set, exposed to fare t@atA -

- -

~

“included 18,000 murders, oo -

- Recause children imitate: wnatwthey see, this pervasive-
i

exposure has mo ae television rmuch more than a recreational

Giversion, % has becone 2 sowerful teacher whose _n£1 uence

-

on studentst attitudss z.¢ benevior rivals the roles of

W

“ . ‘ j. 73 Y]
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purenis, schools, and churches, lfjedia Action Research Center

found that‘db ring the 1979-1970 scason, an agsressive act

occured for every tuo minutes of Saturday rmorning programing.
chiléren who witness a heavy dose of televised;muggiﬁgs

ant ﬂu”uers, elso may become apetnetic toward regl-life

-azgression, A study at Florida Technological University has

shown that co.mared to a control group, rifth zraders who

" viewed an aggressive ?,V, broadcost were slower to suamon

adult help after a scuffle broike out among younger chilcren, 6

is it any uonder a moral breakdown is mentioned when educators
- : . . .K.,. ) ¥ o .-
have such a pouerful socializing i¥nfluencé to contend with? .
The indoctrination issue emerges when cuestions are raised

as to waich soral principles we should be expected to teach,

Al ouﬂn thne te”m "indoctrination” has not alwa;s been used

to express dié aoproval of the teaching in quesuion, this is
its dominant merning U ’ay.47 If Aserican iceals and'values

are inculcated so that they are believed in a narrow 11nded
fzshion by students who refuse even to consider the Dosswble
rerits of othér—ways of life, this is indoctrination and

not{ education, 3ome of this is inevitable in the lower

A . - - x . - : -7 P -
grades, A mo0tner-like dominating eacher may immpose veolues.

on a child which are inconsistant with what may be learned

in the home, The child is faced with a dilemna he is incap-

- ’ o -

P . .
ané snother for- nome? ' :

-~

cole of fizuring cut, ihat should he do, adont one set of
l

rules for schoo
-

I

4

-6, Josnn S, Lublin, The "all Strzet Journal, October 17,
1976, .1, - — - -

7. -Robert IHall and John I, ,avws, iforal “ducation in

- ).

. - i74 ‘

mnouzht and rractice, (Buffelo, Promethecus Books,197b) v, 18 /




‘The teacher;s values and those ;f thefcbmmﬁnifyibr hbmeih
may cone iq?q conflict with bewildering effectis on the stu-
dents.‘ T an reminded of a case a few jezrs back vhere an
unmarried pregnant librarlan lost her job in a school dis-
trlct because of the effect it may have upon the student
donulatlon. 1 wonder if a man in the sane situation vould
'haVe lost his job if it was rcvealed that he vias unmarrled«
bht d women was expecting his cblld? convenulonal moral ;
- eGucetion has had little 1mpactwon-ghgldrents.moralwguagments
beceuse it has disregarded the nrobléﬁ of develoﬁﬁentél match
‘end has generally involved only an atnenot afﬁtrgnSﬂlttlng

a set of adult moral cllchés.B mhese are often ﬂeanlncless

to-the student because they are too abstract.

The hidden curriculum hes been refered to as latent in-

doctrination, Iijuch of vhat students learn comes not from

I

, books and materials baut from the rioral environmeﬁ;'ahdwat-

9

' mosphere that is eStablished in the classroom, As a teacher,’

-one can extol the virtues of various ujDeS of behavior and .
insist that it is the anbrOnriaté—wayfto:behave, but over
the long run, zctions s~°ay louder then wordls, Behavior—thati
i inconsisient with whatv is being nald ll*-serv1ce will not
-only confuse, but expose the teecner as a frgud, This may
pesult in*not only a loss of respect, but the teeacner may

i -4

lose his credibility over time.

*

. 8., 1La awrence: Kohlberg and ZTliot puriel, "Moral Develovment
end jsorel ‘=ducation," -in-G, Lesser, ed., Psychology and
‘ducﬂtlonol Dractlce,(Chlcago'scott roresmun,l9{l).

9. Alfred McBride, "Morel =zducation and the Kohlberg
“h331s," Homentum, ly.e 2Ly, December, i973. )

; 175




E

. - ’}. * - ' ~ -
mhe character education guides of the 1920ts were founaed

én 2 conception of‘ﬂoral charccter zs comnosing a " bag of

virtues®, a set of anproved traits such ~s honesty, resnon-

. ¢ .

" sibility, friendIliness, service, &ni other values, These

to e tzusht by szrmonizing, gziving opportunities for

-

prsctice, and by reiuarding their expression, By addéing

Vé

enough traits we even tually would get a list witich contzains

- b

-

something to »lease everyone. 7he 3oy Scout list is g well

~ ¢
-

- g - \ - ~
knowyn: éxanmwle, This zpproach has one ilaring problem; it all
o
ézreng. .ihose 1lict you zre using, *mat is one man's
- . Pt . -

- invenrity is qn0uher mants stubbornness; what is one mants

.=

. +

honest; exoressiyg his true feelings is another mants

Jinsen51t1vaty‘£6fthé f6&lings of otners, Is titere, or é2n
10

there be, ¢ consensus on the -compos sition-of such a 1list?
Another critis ism of the "bag of viruues" aJDroach is the

definition of terms like honesty, that are to be found on the v

-]

list, The most derf initive,experlmenual study of childrents
- )

‘mopal character carried out was that of Hartshorne and
2y (1928), Focusing one pé£3\0£ their study on honesty,
whicn they dgefined as ve51steﬁce to cn egﬁing and steeling

in exgerimental situations, tney founa uhat~

£

X

-

1, =ne world cammot be ‘divided into hoabst and dis

-

- . > i 4 . -
‘honest peonle, Almost everyone cheats some of the time,

Z, If a werson caeats in one situation, it does not
) !

nzan ne vill or will not chexnt in another

* s

10Q Q;J_,_G.tt.' po }-&_2,10:’

P o v

£

1




t

4

’ . q /
- . > )
3, Pansl 's verb-l moral Ve %res about honcst} have
: nothing to do with how they act, ,3 /

lt ¢ There-is little gorrelavion between tcacners!

-

-

* ratings of honesty and zctual ezne;}mental riecsures of hon-

' 3

cs tf., v . . . / i
s ' /. ; ~ .
- 5. The de éi sion to cheat or not is 1g§§ely dete?ﬁincd'
by expediency, - ) - ) ”'; ’ *; ‘ >
. » o
) 6., Tven when honest behavior isrnopkdictated:by

. . s . s 1S s :
concern egbout munishment or detection; it is largely asterained .

by irmedizte SluUathﬁul factors of grouo asproval and cxample,

T Ihcre honesty is Getermined bj culturol vpluc~*orces,
- <~ { - -
: . these values ave relative or specific to thé childts social
-7

- N 5 : '
class and grouo, .

The findings obtainedhhere not restricted tc hoiesty.

?x“ctly the sare resulis uere obtalneé in—eﬁpérimental stucies
of altruism anc self-conirol, If‘ue deflne our .aoral iIms
%n terms of yiftues and vices, e are defining them in Egrms ‘
' 6f the praise-and bleore of’other;‘?gther than.b ﬁg?g puiced by
- !

»rincipl:s, These moral qha?acter terms from anyonetls

“9pag of virties" tend to be noncortroversial only because
\ : : - VT ] .

.,

o

tner tend to be zcceptable to

Being 425ue

P
Roarmne?

o 3 ’ N,
they 'are vazue, "
’ PR 2

« perents, ench could attach their own .rezning to what was

being/;aubnt undar the’ gu*se o“~m6}a1 education, .o
: &

\\\.
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-

vore. rzcc1tly zn attempt has surfaced that cl:ims proof

csnnot aluays be offered that one value is better t.an another, ’
- yslues ' Clarificajion contends that, the teacherts job is vo

- teach students "to valug" instesd of velues,

Louis 2aths,. one of thne innovators of Values Clarification,,

defines a value as a personal gulde that gives éirection %o

Ios us relate to the world and take purposeful actidn,l

-

erm, Values Clarification,, was first used by Ratns in
. =, ) ¥ )
the lgte 19501s, "~He fined some -of John pewey!s idees,

woriing from Dewey's Theory of Valuation, values Clarifica- -

—

on involves knowing what one orizes and choosing those
jch one cares ror most and weaving tnose things
-ven denying that your

- i, - . .
,values show in your every act is a value indicators zZVary-
. P . AN

e s ) . 1 <
tning you do reflects values, 3 .

\

secoraing to Sidney 3imonsg, a colleague of Raths, Values - *

Clar ification Las ‘certain svecific aims: : .

B . ' . . * - - _
N 1, It helps people to pe more purpeseful. Clerifying

values- helps individuzls in not westing. time, Your prior-
3 .

ities are listeé and you are :ore e2ware of wnat yog'would

li%e to szccomnlish, ;

-

2, It helss peovle becornié :zore nroductive, A sense

» accormlisment waich is very srotifying is & result,
. - ’ . 3 -

12, Joel foodman, ugid Simons on Values:ilo moralizers
or ilenipulators allowed," rationts Schools, 921 0-ltl, Dec-
.enber, 1973, - - — o

13, Sid 3imonsg, "VWalues Clarification : It Can 3tart
cently and Jrow Deep," Zhi Delta Happan, 663630-651, June,

1975, . :




v
»

t

! 3, It helps neople sharpen their critical thinking,
‘ ) : ( al v

i ©

1Y

They can becone imore aware of whatt!s going on around tren,

and see through the foolishness of others,

e | 1, It helps people-have better relations with otner

. . es . . lip -
peoole, It is ar aid to getting along with othners, d
These objectives can be. accoriplished in a variety of 1ethods
in the school_s7 ~7ime can be set .aside in a specific course,

nossibly one Cay a wcek, to examine values or it could be

fol)

Pl

sed in backing v subject matter, Career education ang,

2,

rug educction programs in which students talze a look at

-

5 their own lives can also fulfill the objectives, Aan elective
AN .
course dealing exclusively in Values glzrification is c¢lso
a possibility,

Rethns bélieves that seven cnluerla must be net before a

..'(

~ -

value becomes fully developed:

1, It must be 7ﬁlzed and cnrerished . .
2. ahould be publicly a;flrﬂea L
i, (Chosen from alternatives :
i, ‘chosen after considering alternatives :
5. Chosen freely - :
&, Acted unon g ¢
’ 7. Linked to o;her'Valuqs - :
An exam.ie of a Surauegx to accomnllsh the abcve is called; )

¥ .

120 hings You Love to Do," has students write Gown twent y f

accivities they ;ully enjoy. Theh thev are asKed to examine
their choices mnore cTOSely ané to code the ones that recuire

y money or »lanning, the ones that involve an element of risk,

3 R .

= - - - r

1%, ibid,, p. 631, \ .
- - 15, goodman, op, cit., ». 4O, A wh .

. ' \ (4

e 1




X 4 C ' 11
| . | .
| .

wna the ones they want to ‘do elecne or with someone .they love
-}ll.r,. dee - ’ \ - . s ) A,
very Geeply. Besides helplng students identify vinat they

| . A -

. . . - \ o . s . s
cére about, tie "20 Loves', aFd other similar stratezles

H 4 =

{ p A -

-~ ] . - . -

can clso Gemonstrate that a quson who just settles for ihat-

v
1

ever ccaes his way, rather tha%,pursuing his own goals, won't
< i

» { YA
N . . 1 y
hcve a very satii-ing life, °

1

!
. : \
inotner strateégy I have uséd in one of my clusues iz tne
o . .n ! - 17 .\'\ . ’
one called, (""Coat oi Ar.ash, The purpose is to leoxrn More
aoout.some ¢cf our most sTrongly néld values =znd, I feed, more
, .
H

i:aoruantly; to lo rn tne imvporta nce of nuollﬂly afiirmaing
‘what we belicve, Ia this situati ﬁ I passed out & ditto

with z shield Giyided into six sections and the directions
stated at the botuom. ‘ .
: #

section 1 .;.as to contain two’ drau1ngs, one to represene <

sometning you are very good at, theiother something you want

'

to be good at, Section 2 was to,pic¢ure a value from wnich

you would never budge. seetion‘B—ea}led for a value by

-

b

wnich your family lives,- In section;u,'you had to imsgine

tnsa you could achieve anything you vfntea and wnstever you '

- Y

tried to do would be a success, sectlon 5 wWas to resrz sent

1
. - - i
|

[ valué you wiéhed all men would believe, ~1In the iast bplock,

the only one where words could be used, you were to write. ’ n

(

1
three words you noulu like peovle to‘say about you benind

your back, ; : .

- A - .

.16, ibid., ». 0. 4 'l ,

<

- . . o~ >
17, 5imons,on, cit,, D, 90!k, ! P

.
*
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.

Being tha:s this wasn't my idea but the suggestion of an-

othier Ps -cr:ology teacner, I as si nvicéal at first, I geave

rio dirscoions, othep than those already on the ditto, except

to say that we would be trying something’ ? little ulffcwent
’ 1

-

on this day,
The following dzy, I »osted 211 the shects on the builétin

bohra at tiie back of tne »oom, 7T allowed a few minutes at
s

the bezinning o tae less period for an exanination of the
shielfs by the studénts, In this way, il 2ll were truti:ful

in their attemnts, we could find out a 1i le nore about

each cther, That day, class was .evoted to a discussion of

- -

tue dravings and incdivicuals coula voice their rezsoning for
wihat they drew, I hoped in this way, 2ll woulc be honest in

their attemuts and not be atraid or ashamed of what they
- ‘| .
velieved in, ven, sdﬂe—or the nore radical»elements nublicly

cfTirmed want trey be11eved in and suostantlat i trheir rcasons,

T Teit 2 sense of satisfaction after comnleting tiis e.er-

° .
-

zed a fnore

" cise and for ithe renzinder of tre semsster reall
comnlete ramporc withdin the class,

~
T

s - x - - . -
ues Clquflcatlon ertalnly is a vioble process for

<3
' f\’

.

students to examinz values or value,syipems. If an agreement

can be reacied that values arentt swontaneous and cre Ge-

- ¥ *

velooned -only after hard work and critical th hinkin, a éevice

EY

for looking av all facets of gn issue must bz developad

withln the framework of the situdentts minds,

puring the past twenty yeers Lawrence riohlberg andé his




13

-

collearues have becn devising a new field of »eychological,

nhilosonnical, and educational razsearch whicrk has gone becyond

values Clarification, 9or. Zdwin Fenton has neteéd that three

Au-rds--coZzitive oral developnent--nas captured the essence

of their work, Cognitive stresses organized thought pro-

cesses’ Morel involves decision making in situations wrere
> 4

universal values, such as the sanctity of life aaé the neced .

for authority, come Intn conflict, 4 1 development sug;ests

itnat patterns of thinking about morzl issues improve gual-—

18

itatively over tine,

\ Kohlberg offers that he has called it cognitive besccuse

i
-3

ecognizes that moral education,. like intellectusl ed-

- . N . $ . . HRS . .12
has its bzsis in silimulating/ize sctive thinliing of

=
o

M
T
fo'
o}
o3

-

the child

m

bout moral issues and decisions, It is called

‘evelopmental because it sees the aims of moral educztion

19

as moveaent tnrough moral stages. ye éontends that t. is -

t we of educ:tion should not te aimed at teaching-some sseci~

» » -

fic set of morals (i.e., bag of virtues) bui should be corn-
t
cerned with ceveloping the organizational structures by

wnich one znalyzes, interprets, and makes decisions about

’
.o

social »nroblens, : »

Johlberg nas cunaracterized his efforts es "warmed-over

¥ . ) .
ewey! ané refers to jolhm Dewey as “the orly mod rn thinier
. s 1 Earine serionsls 20 e s
! ~pout education wortl: toiking seriously. His work in.morcl

¢ - - L N
N { .

— . . £ e e e
Tawin Fenoon, nporsl Taucation: fac Researcn FPindings®

1%
- - - ¢ . for o -
3ocial léucation, 40:189, april, 1976, - .

19, Lawrsence iZohlbers,"Cogritive Developmental ADproach
to ioral 7Jducation," Phi Delta Kappan, 56:671, June,l975.
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"ical reflection, the stendards of his g”oun, mhe * antonomous”

-

stage develonnent nay bé best unuerstood as outgrowths of

this statement of Teweys

k]

"Oonl:- ethical and vsychological »nrinciples can elevate
the school to a vital institution in the greatest of all
constructions-the building of -2 free and powerful chtruc7
ter, only‘hnowleuge of tne order and connectlon of the
stages in nsycnhological developme::t can: insure the. mz-
turing of the psycnical powers, Tducation i3 theé worlk
of §u9plying the conditions whick will enable the nsycho-
“logicel functions .to mature in the freest and fullest -
manner, 21

4

Dewey, who in works like “jthical Principles Unéerlying
Zducation(1909), first mresented a nrogressive or cev:Lop=
nental conce-tion of moral edvzation, Proposing that intell-

ectual ecducation is the stim lgtlon of the childts develop-

ment of .an active organization of hlS ovn experlence,' Devey

also stressed the central roles of thinking or active orgzan-

ization in meorality, Furthér, he stressed that aevelodnenu

is the critical aim of moral education ‘and that ‘tzis develop- .
B - * 1}

e e . . 22 o . -
ment telzes place in svages, L ) .

Seuwey oostulzted three levels of moral Gevelopment which -

corresnond to those of Yohlbepsg.” The first is the pre-moral -

g . ~

or nreco:nventional level of behavior motivited by biological -

. . . - L . s, iy
and sociel impulsés, The second ievel of behavicr is the

»

i
conventional, where the individual accepts with little crit-

-
-

? .

-

»

o o LT . =
. 20, Jafies =2st, "DCVGlcomental Psycholo-y as a Guide to
yalue "ducation:s Review of '"onlbervlen“ pPrograems,™ Revibw® |
of zducationsl =esearch, ily:2ii5-16, 3Jeute mber, 197it.

21. Lau:rence ronlberg, ""oral ,cvelonment and the ljew .
30cial studic’s, ¢ 3ocial .ducstion, 37:37Z, May, 1973.

22. ¥onlbery ~nd ™uriel, op. c¢it.,p. ~13.




~c¢veriz«é by concduct guided
imself wnether a

end does not accept the stenderd of his

reflcction.z3

iohlberg is indebted to two otrkers who have 2ided him in

his research, Prom Plato, he éGraws 2n understanding of

"justicerwirtch he claims to be the sun»eme good o1 princi-
nled moral Juadgment, and from FPiaget, ﬁohlberg coIlects a
wealth of 1nbi;ht,gesbeqially nioncer work i;gg € structuragl

and develovmental a= vroacn vo cognitive and moral srovith,,

le;erences between honlberg and Piaget!s systems oczcur at

“level 3 gherb Kohlberg is hiz gnly abstract <nd Pi get seems to

- -z 2
1ave aiscontinued, < -

¥enton clalns that hohloer“'s rese"_cn sugzests tnat

*

comprehensive civig eéucation'programs must have six interre-~

lzted elements, First, they must-extend over meny yesrs of

-

schooling, 1o single course op attemnt will do the job, ~
Second, a program must be'extended into all disciplines in
the‘sdhool. AlY teachers nust contrlbute to the aevelonment

of theip stuuents. mhlralj, civice educztion’ nrogr ans mus~
-~ In "\""'\ SCJOO\ THEY O Curvcnlem
strive tO'cnange the hidden. currwculum aenles hau formal :

-

'courses 1n civic education afflnm[ Student governments laeck

-’

thne nozer That elected bodies possess in a'aemocrﬂcy in many

schools, 3chool rules are mzde autocratically instead of

= . -
- -

- 23, 7:erence ohloc”r "The Cognitive Jevelo,Aenthl
Apdroach to ijoral Zéuce tlon " 2hi Delta Kapan,.56:5673, Juane,
.1975, ¢

2h. Jour Sholl,! Cortrlbutlons af L. Konlberg to Reli~
gious and horal “ducatlon," rReligious *ducauwon 65 2370,

¢pq&ng, 1971, . 1
84
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rppouTn . the democrati

o=,
4

P - . L . 2 - .
~inizing 1n terns. of new sevs of egucatlonal objectives.

Phis re—education is

whan the new math was;introduced into the schools. jiext, &

comprehensive DYOETem of civic education reouires nev curricu-

-p mhiericls organiz

sh.

e

3sudies and Ingl

and cwavlative lezrning XD

high school career.

carefully. - 4 true ev

¢ process. Fourth, teac:iers -ust ‘e

—osed to ~n extensive wreparation “rofirar to

comparable to the situzstion jnvolved

e for devel gmental.goals

Thes=2 materials should provide sequential

2inally Lo program pust

giuation‘should follow atb

szmple lof students far veyond tne end of tneir

25

xmerience.

'foflcourse, trese elenents may scenm a piv ext

»0ssibly even ideall

evelo:

-ment no one cl

accoﬁpiished Qvernignt. 1t will takefafconcerted effort

by everyone involvel.

tic, but in order to facilitate noral

aims the .Jjob will be simpl

‘

7he status of morsl education today revolves

srenise thatr it 1is something else for,the,teQCher to o, If

asn effective Srogream

211 poncerned-students, téacners, curriculum HOTIZEerS, and
the cormunity rust nave & ghare in the aevelopment of sucn &

system, 0217 under such conditions may tne tepscher then be

&

o5, -zdwin zenton,The Tmoll

is-to be prought about in

esearch for civie Tducation 1T 0SDUrghy Pa. :C

W . - . - - 2 -
for Developmental sgucationel activities),

friversitys Tnstitute

1§imeographe§), p.32-3

3.

t—-;
-on
Gl

eriencesfthroughout’ he studentts

hJ

cations of Lawreld

facilitate

s

in both 3ociel.

be evaluatec
jeast one

high school

-
~

ensive ana

e or will be

»

oround the- o

the schools

ce Zohlberg!s

araegie-let on

-
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n

obli ed to accest a oroper assignment of accountabilit;” for

what he or she has done to influence the shane of tihe ruiure, N
o g function of the school nust be set forth, Zxsected

role bshaviors, i 1

.Shts, znd res-onsi pilities of teacners

3
{de

srionld bc clezrly stated and effect.ve teact ing strategies

¢~ »

shoula be developed, It is clear - that. soclet' cannot weit /

antil the student is able to reason gbsﬁﬁaculy before he 1s

introduced tc its norms and values, Tnstruction should begin

A -
~

2t a stage a propriate to the childts level of cevelogmzat,

an unéezrstanding of the sonhistication of the student
. v

- - . - . PRI o -
should be rezlized, Kohlberg has criticized many moral .

—

eZucation programs for either underestimating students or .

in overshooting their compreﬁensioﬁ:uith'abstract doctrines.,

Tor example, it has been sug zcested tnat a goal of Level L

3

~ shoulé be attained by the time students leave hlgn school in

orcer that,uhey may better understand the Canstitution and

-
-

_Declaration of Independence, which is written on Level 5, IT o

4

students arc below the fourth stage how are they to compre-

hend z study of governuent dealing with these. concepts.,

-

Such programs—?resuppose’Piagetfs stage of Formal. Operations 3

n Zohlberg!s Stage 5 and 6, which high school students

have not yet attained, . .

Kohlbeérg has craracterizec tne child as a moral philos-

opher, *e attemst to desal with adults .as reasonable creatures -

»

. - - t . . oo
- morsl matsers, we reed also to, see tnat the cnild can be

.

il. autt nmegacher pccountability for hoval ,
cial “ducaulon, 3%:31, Jr nuary, 1975.

e

26, alte
~ducstion, ' Soc

: 186
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- L

recsonable being that thinks for himsell and considers

»

faiﬁéess and the welfare of himself and otners, oral devel-

osmeht is a resuli of an increasing ability to perceive

social rezliiy, The main experientizl determinents of tnis

Gevelonment seem to be the amount and variety of social
exrericnce, the onporvunity to take e number of roles and to =
. 4.' 1.1 2 27 -

encounter other persvectives,

y oo
Fhe poporbunity for moral role-tasing cppears to be

1708t 1 100r

ek

- S
éevelo®¥pent, A study by Holstein, "Parental Deterainants of

sioral Deévelopment, " incicztes that children who were acdvanced
in moral judigient had parents who were also zdvanced in morel

. 28 .. .+ o as s as . e e s
jucdgnent, iohlbergts studies indicate trnat, althougn tne

home is important, its positive effects upon develorpment -
are primarily Gus to the provision of role-taking opporiuni-

4

ties providsd b- the peer group, the school, and the wider
. 2 E 3 .
socn;ei:y.r"9 o

The primery goal of education in moral devslopment is to

stimilete a student, sten by step, through tne stages., . Three

>

- < - 5 . 30 <
corollaries to this general goal have been.groyoseg:3* S
27. Lawrence rohlberg, "A Cognitive Developmental Aporoach

to joral Iducation,® Humanist, 32:16, iovember-December, 1972,
- ’» » s

28, .
{liew Vork:

L1
.

Holt, Rinenart, and wWinsvton, 1975).
29. FKohlberg, oo. cit., ‘p. 1.

_t

30, Rest, on, cit., D. 256,

7 ’ -

tant in the contribution of the family to-moral ’

R

Eolstein, 2eccent Research in Horal Dévelopment;f -4/ -




1., 7The educator éhould’béiiﬁtéfésfcd in facilitating

velopment ns far as possible, even in peonle who may

-

never roach the highesﬁ stages, -

2. ~wen if at a certain time the educator cannot
move'a sarticular person to a new stage, he should iry
PR to prevent fixation at the lower stage and try to keed

i3

thinss "fluic" enough so that progress r1a¥. core about

i

-

et a later time, < . T
3, “ducators shnould strive to facilitate Y"horizontel"

development as well as tyerticel?, not only push for new
- structured, but to extend the full use of an %gulrea -

structure to new domains of activity—énq nroblem—areas,

-

the aim is to ensiure the optimal level of development. of

the student, to ensure that ultimate1y=eve?ypne—will,rcach‘

& nature level of thought and action, _Research has suggested
that-%hbse who have failed—to—dévzlop—for'a—numbar‘bf years
are more 1ikely to become "locked in" or fixeted at "the

N
levél at which they have stopped., Thus, a sixteen jyear old
at, Stage 2 is relatively 1mmovable, in comparison to a ten

£

ear old .at Stage 2. As tney remain at a given stage of -
“
velonmenu, trey develop stronger screens or aefenses avalnst

.oerception of those feaiures in their social world which -

do mot £it taeir level,>t ,

> -

» ) .

31, Kohlberg &nhd Turiel, od. cits, D. uh8,
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5everal gencralizations have grown out of the resezxrch

. /

into coznitive moral developmenti of Kohlberg and his group:

A. Peonle thiﬁk about/moral issues iqéix f%alita-
“tively &ifferent sfages arrangec in three levels of tw
'stages each, The concept of stases imnlies the following
chargcteristics, "according to Kohlberg:
1, Stages are “structured wnoles” or-orgfnized-
systems of thiought, 1Individuals are consistent in

level of moral judgment, iore than 50 of an |,
N .
individualtls thinking is always at one stage, witn

. N
the remainder at the next ad}ggent stage  (which he

is lzaving or moving into}).

-

! - i -
~ i . .. .
2, Stages form an invariant seguence, 32cer

&

all conditions, except treuma, movement is glways

forwerd, never backy Sienes are neverskippgﬁstr
3, Stages are “hierarchial,integﬁations“,

Thin‘ing at 2 higher stage includes or comprehends
within it lower stage thinking,. mhere is,a tendency
- to function et or orefer the highest stage availaole,

asdolescents exposéd to written statements at each

of the six stages »ut in thneir own uords all state-
A
ments “at or below their own stege but fail To com-
A

preh2nd any statements more ,then one stage above
. .32 '
' their own.3 ' e )
- v 7 B §

¥ b
- .

- z 7
32, Lewrance Kohlberg, "The Cognitive-Develoomental

. A-;oroach to oral 2aucation®, Phi Delta iappan, 56:075,
- - June, 1975, * -
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B, The most roliable‘way to determine ;a stajze o’

s

moral thought is through 2 noral interview, 4 stage is -~

neither a tyoe of verson nor a type of behavior; it is

a way of thinking, 7Two people Who think at the same level

. . N % . ) )
can oe ggdically different, Vs -

¢c. These stages (are naturidl steps in ethical devel-

opment, not something artificial or invented, To find

[

, ) .
them, ¥Kchiberg mave moraly interviews to people of differ-

ent’ages - 10, 13, 16, 20, and tnen clessified answers

. into grouns each of which exhibited a imilar reasoning

process, Lonsitudinal studies continued his. work, inter-
X K 4/"

viewigg the same subjectswefbry three years, ' Parallel;

-

cross-seciional sesesrch has been ¢onducted, in the ﬁgi?ed -
“7 ‘ : ) . N . —

{ . = I/ g -
States, Turkeyjriexico, Tan&anr—zsnaelgzyncatigb Canaaz, -
2 .

-
- .

ané India, In each counbry resegreners have found tune
same stagzss of moral tnougnt that-ﬁohlbefg,distbvered

" ’
in the ‘Urited States,

. %Btzge transition takes 21¢

) - ) : - - - . ® ’ - - e ~
encouatering real 1life or hypothsiical npral dilemnas

i . in a versonts nind-and nmaies
them. uncomfortable, .
o ot P

3
e -~ ’ ¢
EN

. . Deliﬁe?qye attempts to facilitate stage é¢hange -

in schools throuzn educational programglhaﬁe,bcen~success-
L

= Tful, Comvnared t?/students in control grouvs,_students in

: . B B 7
-experimental groups who particinate in moral discussions,

show significant increases in the stage: of moral thougnt-

-
-~




“ERIC

: /
| e . /

LI

of this paper,

. .
F, jioral judgmént is a necessary, but not sufiicient,
condition for moral action, Three factors in audition-to

moral thought influence moral action: situational stress,

diffused responsibility,

33

mﬁlexity of moral
; .

and the

../

zéssacre offers an exaipnle

issues involved, The ¥y :

£

of these factors, Soldiers there, faced with lack of

:
ki = ‘

action, if snything, and under cmotional end situation -
L ¥ -

" [ . £
. stress because of the loss of many friends) s»pear to have //

misinterpreted orders, Under.the mistaken belief that
the village was 2 Viet Cong strongnold, they diffused //

/

'responsibility to the officers and-took fhe‘lives'of

L0G-~500 civilians,. In another situation, would these men :
P £
_ have taken so many lives no nmatter what tieir noral stage?
] . - . o .
. Why did 1life hold so little meaning at tne time? Iirs,
snthohy Meadlo, mother of a soldier involved, remsmbered

- - . .. ’ o
=when he came home, "I gzave them a good boy and ché* made
b 4 - ~ .

"3L=- ) // - L4

.him a murcerer,.

» /
/
/

genecrea llZat10nS, ‘of cou rse, ‘are sub-ect to e::aLJa-

critic ism by sone uno wisn td?tlsa“re°~u1th ro

These

tion and bergts

L3

- -

findings,. Trese will be discussed in a subsequent “section -
4 = . - » - - c..

., Ty

ty K
1 .

= - ot ’ -
o . s

33, -adwin penton, "Uora& Jduecation:The Pcse arch Findings¥ .
ooclal “ducaulon, hO 193, aoril, 19{6 N

.34, Se“nour He hersh*
and its Afteraaxh'

4

U L41 i, A ReﬁLrt on the ljassacre¢ '
~{I’aw York, Rancom Hoyse, 1970) p. 161, . R
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‘ .
To be effcctive in facilitating stage change, the teachner

must held tqe student experience and understand the 'inad-
o ' . e
sguacied .of his own way of thinking, In attempting to do

this, the %ezchen,must’focus on thé reasoning used in the

z

jndividuals rioral judgments, rather than on thé content of

o . y
their moral choices, This, I feel, is the most important

. - £
asnect and 00551b1y the most- difficrlt to.convey to the

z ) S - = - - :
stuGent., Tae tra dit 1 nzl e’fort to praduce chznge has in-

S S . : o :

volved telling them sbout- the wrongness of hls or her actions
R .

or attitudes, This would seem _to do nothing more than glien--

ate the studernt Lo your efforts. If there is one thing an

. N R
ndiv al will be turned off by, i is insisting that their

s :-‘ . B .

ti.udes or’belxefs anernrong, This may dead to a sense

f -inadecuacy and a blow to their self-esteem, “Kohlbergl!c

research does not spezk alrectly to the. vrobLeﬂs-of ‘Geveioping

" »

sélf-esveen among stucents,. but the napure of hlgbeﬂ mora;

Py )
i

stages implies, the importance of “this goal; since, réspeci And favaLsiy.

6P persons, are two of tne major attributes of principled

T —

thouzht, . \\Q‘
I3 ‘ N +

In order to stimulate change, the teacher must k/gp several

L

points in-mind. ¥nowledge of the students‘level of tnougnt
must be lnowm, and an attempt to”ﬁatch this lgwvel by—ggpmun~
jcating at the level directly above must be made, A focus

on reasoning, in order to help/the individual experience the
¢ . b , )
—t7pe of conflict that leads to an awereness of the zreater

adequacy of the next stage, should be attempted.BS

o PN
=

o

35, Kohlberg and Lriel,'op{.cit."pz LSS,
1 4 / __;--.,—-wjvv |
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Kohlberg claims the most reliable way to determine a stage
of morzal thought is threugh a moral discussion, A good roral

- discussion depends on a few variables, One is a recognized

«

moral dilemma which presents a real conflict for the central

chg;aéte:;ggd gene rates differences of opinion anong situdents

It should be 2s simdle as possible containingz only a few
14 .

craractérs in an uncomolicated situation and be Open-ended.36

3 as .. o -
snother is 2 leader who can focus discussion on moral reasoen-
’ ,
- ing, anc finrlly 2 classroom climate that encourages stucents

37

To eixzress tremselves freely, ..

Fenton cor tends that in a moral discussion, students and

S the teacner should sit in 2 circle in order to encourazge ‘the

exchange of Opinmtons—end_to facilitate sensitive attendance,
I take exception to this idea mainly because the Students

immediatelfﬁsense that éomethiﬁg is different,: It would be °

<

fine if that were the ususl seating arrangenent but a move

into a circle, reminiscent of elementary reading groups, may

»*

. - L4
place some of the more shy members on their guard and inhibit
-their responses, 1In my clesses the first seat, middle wvow

“was-.always reserved for myself, In this way, I hoved to

: convey the feeliﬁéufﬁatkiﬂwas & mémber-of the class and not

an outsider vho was separate and anart fro' ‘the- group, From

.

mny 1nvestlgatlons, I have found that meny students testlfy ‘

36; Béfrer. Beyéf; "Conducting i{oral Discussions in the
Classroom", 3ocial BEducatica, 110:196, aApril, 1976.

37. Galbraith and Jones, op, cit., p, 21- ?2.

ERIC

Aruitoxt provided by Eic:




3
wu

“
P

that they have talien & more active role in a moral dis-
cussion than'they have in any other classroom ectivity, and .

- trat they enjoyed it,
SR n,wInhthe~pastafewuyeéns>lﬁhé§é~engagednmyuclasses—inwmoral -

5 and- values discussions without being aware of Kohlberg and ——— — — =

his work, The following is an exercise received at a Social
] < e
3Studies workshop, It recuires the students to read the story

%

and decide for themselves who was the most wrong and who wzs

the ngst right between the five characters,

Tim, =2 high school student, moves with his varents %o a new
cormunity in October of his senior year, He is rataner shy
and doesntt make friends easily; most of his «fellow students
regard him ds a "brain because he is taking accelerated
céurses in science and math, His varents want him to go to
college end have.decided that he is not to go out on school
. ‘nights; he must stay home and study,

=3 - Pam is in Timts American History class, She tninks hets
cute: and has been trying to coax him into asiting her out
for a date, 7im, however, has never considered tihis because

- Pem is a cheerleader and a member of the popular set—at scnoo?,

) and anyhow, 7im has to stay in snd study most of the time,

- One Tuesday afternoon Pam gives in %to- impatience and asks -
Tim -over for the evening to listen to records, Tim eagerly :
1+ accepts, At dinner that night he tells his parents that
he is going over to a friendts house to woriz om 2 science

project and will be home around ten otclock., .

He goes to Pamts house and soon they are in the celliar
recreation room talking and listening to records, About .
eight otclock ram reaches into her pocket and pulls out a \\ E
plastic bag, She asks .Tim if hetd like to smoke some grass. :
Tim takes the bag and looks at it, He is curious about.
mari juana--he hag never gotten high before. .

Sudcenly Pamts fother walks .in, He halés ena stares at
the couple and then Rrabs the bag from Tim, \ He looks at Tim
and Pam, “Is this makijuana?" he inquires., ‘Pam looks dovm,

\and Tim. sits there, speechless, "pam, go to your room while
‘I take this hood to ‘the police", says her father,

: Lg;ﬁa ) B \\\ .
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Tinm is scared, Ye blurts out the name of one of the xids
in his class rumored to sell drugs when asked his home,

pamis father lezd8 Pim to the car muttering things about
slum punks ané bad anples that ruin tne whole barrel, Once
in the car he calms down and asks Tim wnere he lives, Tim
__tells him his address, hoping he wontt be taken to the police
‘station, .

F‘nally, thev arrive at mlm's house, and in the hezt of
the confrontation, no introductions take place, Pamts father
departs shortly, seying, "The only reason I brouzht him home

is that I dontt went to put a kid in jail because hets nad a

bad upbringinag,®

Tim!s motaer starts shouting at him, "How long has tris
been going on? after all wetve done for you," His father
motiohs him to go to his room saying that wetll tall: th’s
over in the morning after everyone calms down,

2?

(T
In the morning Tim finds that his ‘zone to work early and

his mother has some news for him, - "Your ?atheqhand I nad

a long talk last night and I finally persuaded im to go
along with my declslon. From now on you'll do all of your
studying at home, ‘Jeekends youtll work in your fatherts
store 'and all.of your earnings will be oput away .for your
college education,"

*
< -

This exsrcise reflects the values ol the individdal :nem-

bers of the clzss a2nd from my experience it hgs alwzys lea

-

to tne some -deep discussion and ownening up by a1l members,

In retrosvect, I found myself couniering responses one level
higher than some expressed by a few individuels, and “rein-
forcing nembers who were at the more aévaﬁced staé%s; 2lthough
at the time, I was unaware of my use of Kohlberg sirategies,

There are many sources of morel diiermmes that students

mey be given for practice such as drama, literature, current
events, nistory, (iiy Lai, Jounded Ynee) or imaginary incidents,
By becojiing an integral part of educatlon, moral discussions

can contribute to the realization of existing overall course




ERIC

Aruitoxt provided by Eic:

objectivss as well as bring new objectives to the learning
situation, gmong the general educational goals which can be

reached, according to Barry K. Beyer, an associate of .awin

—_ [ — s

“enuon‘ﬁf'C‘rnegle-nellon University, are the following:

1, Morzl diScussions can help stuZents to develon
listening sszlls, skills of oral coraunication, and the
2bility to varticivate consuructlvcly in grouy discussions,

2. Proverly led moral discussions can irmrove 2

studentts self-esteem if the focus is on the subsitznce of

N e

[

student remerls and everjone treats each otherts iueas
. i ‘ -
1/iith restect, i -
3, ' Most stuGents find moral discussions fascinziing
]

r . . .
and loo% forward, to them, 4s a result school can scen

a nore interesting olace to thex,

£

ih, 9Discussions involve key concepts, such as justice,

.

wnich students unaerstand in stage-related <eras,
5. S3tage change is facilitated tirough moral cis-

cussions, A student entering high school at Stage 2

.

$i1l, hopefully, advance to where his thinking is pridom-

. 38 - )

inztely, st Stage it.” -

Y

These gcals are more likely to be achicved wh.n teacners

-

“develop a non-guagmental classroom ciimate that reflects

trust, informaelity, ané tolerance;

.

Kohlbergts work, altnough interestvinz and cguite relsvant,

orcsents several guestions in my mind tnat must be discussed,

-
»

~ 33, =eyer, op, cit,, p, 196,
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The aSnect of higner -stages as better stages is one, They

: are sald to be betuer than lower stages in a sense that nigher

struciural organizations can do 2 betier job in analyzing
S ) 9roblem§, tracing”implicﬁtibﬁﬁ,’ana iftefrating diverse ¥
- - —f——c0ﬂ51aerf"on5’ T wonier if thnis can be proven within a .

snzdov

Sy

o]

-y
fel}
o
k<3
ct
L ]

“hose a2t a lower stage cannot undersiond. - °
recsoning at the hizher level, ticrefore it woulé bs &iffi-

Lo

, cult -for uhem to see this higher line of reasoning. The

Q

Juestion hvrc seeris To be one of being more wrong or less

-
“ ,

ht, . 7 -

3

e ’ lohlberg feels reasoning at the nigher stages promotes -
e
less coantradiction u1tn1n a nersonts tzinking, and it awslie

More consistently and c’e arly to otaer similar d&ilerruas,

For ex~mole, he Leels a2 person wno reasons at Stage Iy (strict

" obedience to law) coes not i nzve a clear »osition in a situation

in ‘hicn two lzws come into conflict.

™

The cuestion of h=n-er abortion is morclly right or wrong -
. illustrztes the point, The law does not give a clecr answer
to this cuestion beczuse in some states it is legal and in

others it is illezzl, wWould this meean a person should think

[

bortion morally right when he érove into a state in

it was legal, and think it morally wrong waen he crosséed

the border into a state where it was -Hrohibited?

) The point iec that for difficult moral questions like

a?ortlon, the law does not give us good rcasons for our oral

cnoices, .

o ' . <
ERIC | 1 gy ' , :
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4inotner question worth asking is unether a student can

X become more siilled at resnonding thoughtfully to his own

morel dilemmas through a saunle situation involving soncone

else? uithout a close ident

(=0

i

o

ation is it likely that -the

student will zporoach an understanding of the nroblem? It
(-]

ce in a situation to another wer-

|

is edsy enough tc give adv
s§p,.but when you are faced with the same situation, it is
sometimes ha?d to follow your owm advice, £11 this znpears

"~ to be is.zeneralization. ‘In talking with educators involved -
in moral educacion classes, tey feel that altﬁough nothing

nay be accomplished, parents and others concerned may fezl

better Inowing an atverpt is being made,
The classroom teacher is placed in a difficult situstion
:in dealing with moral ecucation, Tt is difficult to interact

with Gifferent lsvzls in a class, Yoi: éan sometiin; copsis-

tently be presented one level above every student? 7whe

; : . P e, .
‘demanas on an educators time in. oraer to-learn this compli-
) MNSSS e ’
cated system, Phis #as another reservation described by
avea syste

reached Stage 5 or 6 and some students may rezson at a higher
lTevel, Hoir 1rill they react in this situation? How can 2

~3 1 1 1" R z - 39

3Tage 3 teaclier moralize with a Stage = student,

‘ The scoring systems used to deternine at ihat level one

»

39, Jack p¢ rraenkel, "The Kohlberg Bandwagon: 3ome
Rescrvations”, Social 3ducation, 40:218, april, 1976.

. J é
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teachers during my investigation, slso, many teecners navaenltt

training he or she must go through may also?1aff;ffzfﬁliﬁti0”f~“”””’j?




-

functions is another aspect that is highly subjective, -Are

these standardized to the point of eliminating variztions

.

by different scorers? Fenton claims that trained scorers -

show ninety vercent agreement in icdentifying stages, but.
i-ohlberg's research does not support this,40 I imazine

“that the halo effect would »lay a part in this somewhere,

1 - .. - - . - s~
Fe.tons further claim thet deliberate atteupts to fzcii-

itate stage change in schools have been successful is onen

to some guestion, Kohlbergs studies have showm that just

: about 1/3 of the students involved have shown upward chanze,

I don't lmow what would be considered “success™ but at least,
. _as I said before, pcople feecl better nowing an attemst is
bcing made, - ' -

- Cheiizes may be due pertly to the maturation process and

tiie-way adulis tend to trzat the student as he grows older,

=
— -

— " {n The oth r hind, sopulcor students or bpoisterous ones o

~

reason at 3tige 2, for example, riay have a tendency to carry
the class alung with them, in an attempt by the higner rcazson-
ing students to identiiy with the lower staze sroun, This hss

a tendency to cloud results,

Beyert's assertions that moral discussions develop listen-

ing skills ané improve self-esteem seems to be over- ——

e

emphasizing e voint, The discussions can~be hzndled poorly
or well, Im this case, I feel; the teacher is the most

. ) )
imsortant determinant, The teacher who shnows a genuine »

interest in the student can do far more than a group discussion,

-2

10, ibid,, p. 219,
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The fecling tnat someone cares and that you are an invoriant

l-h
'Jc

ndivicdual

s ‘a great feeling for a student to nossess, The

excra passinz comment or an occassional wave may mean much -

tc a studepﬁ.r The teacher is the one who should get crecit
for the develonment of self-esteem, . \ .
Eis further clainm that dilemmas should be as simnle as
”ﬁoéé{b%e causes a sense of ambivalence in my mind, Life
situations-or éilemmas are rarely simple, but the thinizing
process is wiat is imnoriant here, 4A clouding of issues
woulc possibly ada to the confusion, On the otrer heng,
students need exposure to problems and to be made aware of

- ~

the many complitateé issues they may face in 1life,
Jack Fraenkel has suggested other reservations such as

the ﬁniversality of the stages and uhe%her nihé,cultures

are a representative enouzh sample, the zssertion that'every-

-one should be brought up to Stage li, the cuestion con-

i

cerning whether sixz stages have sctually been identified and

e

£ all are different, and others, #=is claims are well founaded

)
™

and gu

te interesting, '

Punisrment, »ronerty, alffection, authority, lew, life, .
liberty, and justice, These are the universal values which
ifohlberg has identified, Iow many of our students upon
leaving ti:eir high school experisnce onroach an 'midersianding
of tnese terms? ¥ot a majority, i would ventwre to say, The
process by wnich moral principles are examined shoula held

the learner reduce his depcndence on external direction and




Q
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increcese his ability to make personal, autonomous decisions,
4 x

In noving from conventional to post-conventional stages, the
) post-c bl

=

primar&rneéuiremént.iS—thay one develop a recalization that
conventional beliefs and b;haVior of individuals and groupos,
including governments at any level, are always subject to
examination and change on the basis of their contribution
to tre well-being of evervone concernsé or azffected by then,

The principles of moral judgment cannot be learned in

o

moral vacuwil, To learn them,. a student must receive dractice

in resolving dilermas, 1Inere is he to receive sucn ﬁractice?
Is the home énough? Lying to a parent ancd ;taying on the ‘
phone_too loné,are guite dissimiliar situations, but both
might receive the same punismment, The sad fact is that
trese distinctions are not made, aﬁd the punishment for a

lengthy conversation often is the same. as punishment for

violating a2 real noral issue such as cheating or lying.

-1ijoral dcvelooment is hindered if these distinctions are not

A

nade,

As a result, the task of fostering moral developnent falls
%o the schools, The job is to find responsible, trust-
wortny educstors who will assume the task and be -dedicnted
to this end, As mentioned before, meny feel 1oral develom:-
et is just something else to occupy:the téachcrs tine,
i.ost are concerned éolely with their subject matter, In
some oninions, it is herd enough to cover their ssecific

course objectives, let alone be concerned with ncripheral




«

goals., This is why I fcel individuel courses on Values

Clarificetior and morel education should become an intezral

part of all school districts, . -

Those to whom I have tzlked at Keystone Oaks scnool dis-

. trict have ‘been gg§te~eh£husiastic about their program.
\\Elmdst toyawpbiht vhere I felt they were trying to sell if

to me, The problem here is that those outside their szell

circle of four teachers (tﬁo social studies and two =nzlish)
. ;renlE that well informed about‘the program, -On--the one

’

hand it is promoted, but on the other, it is rather reclusive _ -

. N ) .

.within the school, ’ -

In full realization thgt there .are no clear cut boundaries
on. the limitsfof'fhis topic, I have not limited nyself to
any one aspect, but chose to view the whole topic of moral
education{ I have but SCratcﬁed the surface for I realize

the immense complexity associated with moral educafion. The e N
wealth of material on.Kohlberg's work, itself, is enough
to fill volumes, I have internalized much of his work and A -
Lind myself looking diffeéently at situations which arise
in day to day life, Possibly, 'if more teachers would be
exposed to Kohlberg,’in depth,’ some of his objectives would

transfer to their students,, Fopefuvlly, nothing but good s
’ \
\

Lawrence Kohlbergfagd TZCuin Fentonts work in schools in
\ 1
Boston and pittsburgh have provided valuable insight intc an

would come from this,

area of growing concern, " Hopefully, these programs will soon

3

begin to find themselves in an inkroasing number of school

-

., districts as a result of their contributions to education,

<02
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Introduction

For meny nurses, including myself, there is much to
be said about nursing eéducation - where it has been,

where it is how, and where leaders say it should be.

-

.. 5

P4

Specifically, who started the push for collegiate

educatioh for the nurse and why? When did it -all

begin? Upon what philosophy is this movement built?

What are the specific advantages of a collegiate-

program versus a diploma program? Who opposes this

-change and why?

‘These are the basic questions I will attempt to

A\

.

“

answgrrin the following presentation.

kY
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Hibtoricelly, nursing'edhcatien'yegen in Englane vith the -
first school of nursing in @hgiyorld estebliehed by Florence
Nightingale in_186q,1 This schooisvus,neant to ‘be an sutonomous

///’ unit, igdependehtly‘suppogte;;e ﬁovever, because. of high pressure
. service demands of the hoépftal, ﬁuraiﬁq education~cqge'hnder the
control of & service agency;'nemelé, the hospitel.3'

"The Nightingale Systen a8 it vas; called, quickly spread
to the United States. The first modern schools of nursing were

'Organized'on,this—qystem. ‘These were independent snd supported
,:byicogmittees of'women.h

+
s ¥

i - LA L@

. ) Theee'echbo;s'cbntracted with hospitsls, but were not subser-
vient teithem.5 This—eystem did not survive for long, ﬁowever,
-since the economic problem of surporting them became toc grest6
and’ 5ociety as a whole felt comparatively little responribility
for wonen's education.’

-]

H ’-»’ 7 '
- This is where the hospital began to take over the responsibility

qf’trlining nurses, since there -didn't seem to be any cther alter-
native at this time. Much of this education was beaed on an
apprenticeship type of system in which training was offered in

return for student service.8 pe




Dolen (1958) stated that the apprenticeship type system pro-

t o duced "a type of nurse vho was not prepared to take her place in -
| the social progress of her day."9 A critic in 1948 felt that
nursing educstion was merely incidental to hospital boar&s and

*ééminigtrétdis:' "The nuiaq,qi today is not ;n educatioral product,

.

not even an educhtionalgﬁyaprodpct. She 1s a hospital hiy-product;”10

_— Economyxand lack of society support for the education of
women were ﬁiébleja very éirectly,associated vith training nu:-ses

bh;én,apprentiéeShip basis, but equally relevant was the pudlic -

M -
. f
N

< . . .concept of the nurse. . : T )

- rd

. Z The public image of a nurse wﬁs a wvoman with a devoted heart

. and a dilciplined,hand;11 vho was generally seen as the handmaiden ’ ,//({;

of the physician, who often times was the superintendant of the

hospital 12 ghe generally acquired skills through a ahort training
period, a fevw lectures,*and a great deal of on-the-job‘experience,
gathered in an 80 t0.90 hour week.l3 ' ) ST

=

Up until about 1893, there was virtuslly no stsndard ‘for

'hurqing education. ISabel'Hanpton then de&éloped the first graded /
course fér nurses in the U.S. at the Illinois Training School for
‘Nurses in Chicago (aroun& 1“73 )14 She stated in Chicsgo while
spesking on "Educationel;Standarda for Nurses" that the teaching
methods of no two schools will be .found to be alike, 21l varying

according to the demends of the: various institutions and their

‘; several suthorities. "Each school is a lew unto itself." d

.
P
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‘tional schools had been established. The number of éraduate lnurses

As a result of the lack of any standsrd, she ;pointed out that

"...trained nurse may mean then anything, everything, or next

to nofhing... 115 ) P . . .. .

Contrary to what Hampton'saysy‘it seems that by tte turn
’ S

-of the century, the hospital scnooi>offnursing hed giver. society

two ihportant values: one vas the sp%ctsculsr improvenents in . k\

-care of patients, another wsS\the contribution of a substantial ) .

number of able and eager student nursesxto staff the hospitals

In spite of the- obvious insdequscies in thei education, the s

nurses nevertheless revolutionized the\\?re -of the sick.16

The hospital,schools:gfeé rather rspidly scross the ‘United
States, -although in some cases, with opposition from certain

physicisns, politicians, and other influentisl citizens. At the.

_-end of 1880, there were 15 schools; by 1500, more then 40O addi-

™

had\srown from 0-to 3, 456 in 30 qears.17 . . .

\During the next 30 years (1900 - 1930) rapid expansion of
hospital schools continued, reaching the number 1 ,843 by 1930

with 2l, %58 graduates.18

The |chief emphesis during this time was to'meet the demands
for nvrsing care, which was largely provided by students.19

Apparently quantity was -much -more importsnt then quality at this

time.




This is basically how the nursing profession develobed as
" opposed to other professions, as Mary Roberts stated at one time:

"No other profession has been developed on the assumption thet an

S
.

education can be secured in exchange for service."20 B

.t Nursing - a profession? History questions whether or not -
- nursing has eier=achieved the .true status of a professi&x. The
‘United States 7censurs of 1930:c1ani,ﬁed nur"s,es as "aenijprofea"sionals", |
altpoggp the 1940 census —plaged %henfan'on'g the professionals. How-
‘ever, 'the Veteran’g,Ad;in,istgdtimg cll;ssified' nurses as "mfb-
: professional” until 19"522l ' j

e »

‘What is the criteria of & profession to which we may compere
nursing? In other words, what makes an- occupation, such as nursing,

s, a profession? v © oL - ’,

L .
. - +

. I, First of all, a profqgsidnf according to éottrell is‘,an
_ - occupstion depending for its pract’i;f; upon a well-organized body
of scientific lknowledge and ﬁécesﬁit;ting that each—:pmctifioner
be 7at:/all times, 8 potential cox;.tributor to the refinement, enlarge-
” mem":, and experimental verification t;f that knowledge.22 From
nursing's early history, we can hardly say _that it approached any
semblance of a profession since it's educationel system was any-

thing but organized. - ' .




Among the chaéaqteristics most common to any profession are:
1) s level of commitment; 2) a disciplined educstional process;

3) a unique body,of knowlgdge and skiii; 4) an active and cohegive
profbssional_orggnization; and 5) discrefionany authority and

judgement.23 - . 3

£

Whether or not an, occupation meets the criterion of a certain

level of commitment depends upon the mcgggzgiengggggqnt in the occu-

-, pation durin& most of their iives. Nirsing is in a very ambivalent

position by this standard since nurses leave their profession at a

much higher rate than physiciins,’énginbérq; lavyers, or teachers.2l

The standard of a diggipllned,éducatiqnal process implies a

long and rigorous process that integrates both theoreiiggl—agd‘ S
applied c9ntent. “This certainly visn!tAthevcase in the early da&é
rof,nursing.?s Then agein, looking at the‘prgsent preparation, e
see at least three methods of preparing the "profb;bionpl" nﬁrse
varging'anyﬁhere from asout two yesrs to five years, and -programs

, varying in emphssis end content.

£

A profession, such as nursing, should have é unique body of
"knowledge end skill. It wes only in 1964 when Simmons stated that
nursing "has not yet buil% up & substantiel body of independent
'knowledge..."26 It seems tha; nursing, particularly .in its early

beginning, maintained an extrelelz,close relationship to medicine,

’
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and was frequently defined in terms of procedﬁies or techniques

that -emphasized skill at the expense of knowledge or 6hderstanding.27

-

Aﬂcther crfterion which cheracterizes s profession is a co-

Ehesive self-governing professionsl orgenizatiorn, which is also a

source of professional celf-diccipline. standards and ethics.aa

Nursing has such an organizatioQ,Jbut ;ot every nurse- supports it.

Some feel it is not effective ae an organizetion, others feel the

dues are too high. Others feel it {s the same small group that runs .

it. Statistically, in 1967 less than 25$ of the registered nurses:

in the Uhited States. were. nembers ‘0of the ANA (Anerican Nurses

Association), ‘a total membership- of 204, 70h R.N.'s.29 ° While in

-
»

1974, there were 196,02h nenbers,ruhich was -equal to less than

23% of the total R.N. populstion in the United States at that time.30

‘A common characteristic of a profession is also that the
practitipnerstppssecs—an exercile'guthcrity and ‘judgement. Tra- {
ditionally, nursing'has'ﬁeen'"embedded'withih a hierarcky of author-

ity",31 and autonomy, particularly in its early beginnings.

Lysaught ~feels that"nursing'has'been,and is a troubled pro- . ' ‘{
fession, -failing to meet the criteria of & fnll profession. "It - 15
has never been in control of its own destiny, and has suffered
gevere consequences when it has failed to meet the demayis imooeed‘

by society.”32 In other words, nursing hes not been strong enough R

3




to stand by itself and adéquately mezt the needs of an ever-chenging

»

society. This is & serdous loﬁg,ghduring drawvback to the image of .

nursing:.as a separate, unique ﬁfﬁfbssion. ) .
Earlier in nursing's history, around 1915,’Dr.'Abrahsm'Flexnef‘

set up-a criteria that formed a basis for judging whether an occu-

petion had attained profbasional status.33 It was at. txia tine,

that Dr. Flexner did not feel that nursing met these criteria{

although later, in 1923, tgﬁrAnerican Nurses Associqtion~naintaingd

7thét nursing~¢ould meet all of theselcriteria.3h These'crlteria

wvere basically vgry*similar to that previously outlined in this

presentation by Lysaught. ¢

Regardless of the questionable status of nursing, there were
those who sought to raise nursing to the level of a8 prefession.
Leaders. spoke for the long overdue need for improvements in nursing

<& -

education.

’During the late 1800's and early 1900's, the head of John
‘Hopkins Training School recommended to the board of trustees, that
"careful attention.. .be given to the more purely intellectusl part

of ‘the nurse' s,trgining.to the ‘end thet nursing may be elevated to
a profbssiqn end rﬁgsed as far as possible sbove the status nf s

mere trade.??s;
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It was in the year 1900, that some schools of nursing began
T - —"to-explore-university and college opportunities t043mprove their”
educational programs. 36 Affiliationo with- educational institutions
were: arranged in 1903 in several cities, apparently 1n an attempt
to take on some of the characteristics of these institutions.37
But, nursing did not become an officiel part of the college program
until 1909 when the Uhiveraity of Minnesota School of Nursing was |
t}bunded,—which was actually the "first‘university school of nursing
in the world. "38 This schocl was born mainly through the efforts B
of Dr. Richard Olding Beard who authored "The University Education
. of the~ﬂurae,. In this peper, Dr. Besrd proclsimed the function
,of:o:stpté university: :It is, ond it shoul&'bet peculisrly inter-
-ested 1n-£fo§ioiog fof the highest'and—moot selective training of
. those vho are to engage in- the pursuits by which humen 1life, human
development, and humen health are conserved. TIn & word, it should ‘
b{ipgfthe full.emphasis of its nurture upon the vel&e of human life
'(fﬁitself."39 Dr. Baard nct only fathered the movement for university
education for the nurse, but he continually supported it despite

‘strong opposition from somesof his fellow phyeicians. -

In 1916 Yale and Cincinnati Universities both of fered degree
progreme in nursing., These were the first untversities to offer
a degree for nursing.ho ‘Although the University of Minnesota School
of Nursing openied in 1909, it wasn't u;til 1919 that the school was

sble to grent's degree in nursing.l

RIC | Rl




The yesr 1917 aaw the. incorporation of the national organiza-
tion for nurses, the American Nurses: Asaociation (ANA\ The ANA
held as one of its purposes: "To premote the,profeaaio;a% end

<

'educational advancenient of nurses in every proper wey; ‘o elevste

the stendard of nursing educetion..."l2 \

Severel studies regarding nursing education followed in:
1917. The Committee for the,Stugy of #nraing Education under the
_ direction of Josephiné Goldmark preaented'its report "Nursing and
Nursing Edncation in the United States", in 1923. This represented
the completion of the first mejor study. It was a serious criticism
‘of the existing nursing education'programa,of the'time: "...average
(hoapital training achooi is not organized on -such arbésia 88 to con-
form to the standsrds accepted in other educationai fields; that the-
instruction in auch schools is frequently casual end uncorrelated-
that—the'educational needs and the heslth and'strength of atudenta
are frequently sacrificed to precticel exigencies.. "hh The committee
polnted out that the old apprenticeship type of training ‘wag out-

moded  in the- preparation of the professionsl nurse,hs and urged that

nursing education move toward a collegiate system-of eduéation.ﬁ6

About e1;ven years following the Coldmark Report, the Associs=
§ -

tion of Collegiate Schools of Nursing held its first reguler neeting,

at which time the associstion formed its constitution and byglawa. .
3 € L - o .

[

an




2 .
Thevorgénization—stated—its pprposes‘a%: 1) To de!élop nﬁrsing
erc;‘:;cation on & profess’ionel end collegiste level; 2) To promote
and strengthen relationships between achools of nursing and
“institutions of higher -educetion; and 3) To promote studv anid

experimentation in nursing serv;ce and—,nursing education."h'?v

In the yeara"following,, there .were: more studies-on nursing‘

"
- -

eduéation; and the emphasis ’continuedi to be 'r_;la,‘ced on the need

. for e'eolelegi'ate educstion for the "professionsl” nurse. TIn

«

'1948, the Netional Nursin'g:—f,‘ouncil’ directed:bj Esther Lucille
Brown, a sociologist; published its report "Nursing for the

Future”. 48 The study is also known as the "Brown Report" b9

One of_ the majcr ,recommendatioi;;'s: of the study was *to'apply ¢

the term "professionel” only to schools that offer ‘8 professional

¥

education, such as; bfini—versit'ie's,' colleges, ‘hospitals: affiliated
with institutions of 7higi1er learning, medicsl .colleges, or inde- .
rendent institutions. Brown also identified: two types of nurses:
the graauate fbedgide nurse, -8 product of ia' dip}oma schcool—of

nursing, and the professionsl nurse, s product of an institution

of higher learning.”C
In contrast to the Goldmark Report of 1923, which gave

1ittle credit if any to the- ﬁoe'pital schools of nursing, Brown 7

in her 1948 report cited a number -of "Distinguisﬁéd Hospital
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Schools" ‘commenting on their educational quality, but at the same
" time, recommending that nursing education can be adequate only if

it,providee for "laying of a foundation‘fﬁﬁt permits continuing

-growth of many kinds,"92 ¢ B

-
%

She 1ists a number of exsmples of the many kinds of growth.

she means. Generslly, sll these refer not only to the professional

- b .
advancement of the nurse, but just as much to the personsl enhance-
ment of the person.

R4

>

In 1951, two events placed greater stress on collegiate
education—forrthe profesaionalrnuree. Both the Joint Nursing
Curriculum Conference and the Nationel Nuraing Accrediting Service
reached a consensus "that ‘A graduate nurse should first earn &
baccalaureate degree that repreeenta ‘sound basic preparation
for—general—profeesional nursing, that is, broad generel education
-essential to effective- citizenship and a rich pereonal 1ife - and
a well-roundvd profeesional preparation - with breadth and depth
of nuraing knowledge, skill, and underetanding."s3

h

‘That eane year, the Department of Higher Education of the

National ‘Education Aaeociation passed a reeolution regarding

nursing education: "Whereas, health needs of the—civilian'popu-

lation and nilitary personnel are making increasing demends for

>

the services of professionslly and -technicslly prepared nureee,

and...Wheress, education for nursing is now predominently outside
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higher education, with emphasis on apprenticeship training;
.  Be it resolved: That institutioms of higher learning recognize
their resp;'mqibility for establishing progress providing for

,tHe professional and téchnical educetion of nurses."S!

Two years later, following these heppenings, Dr.- Mergsret

Bridgman published" 'Cbllégi&te Education for Nursing, which attemp-
ted to provide data upon which could be built a vhilosophy of

the neture and purposes of » coliégiate education.?_s"‘

§ Bridgman maintained that unless nursing eductftion includes
liberal arts, graduate nurses are not prepared to mé;et'the-—demghds
. -of their profession, nor their social life, nor will they be

intelligent citizens.56

f

- Dr. Bridgsan a2lso gave ‘specific —reaso:"u vhy the diplome
progras for nursing vas not am adequate progran for nurses:
- 1. They vary widely in quality and a large proportion

‘are belov the national standards of the.-nursing
profession for producing staff level competence.

-

2. Because of their apprehticeship -nature, they delay ;

. the educational process, requiring three years when ’
‘comparable or -superior results can be produced more
quickly with conceéntrated -educational emphasis. -

3% They fail to provide adequate foundations for - s
‘specislization and advancement.. ‘

. / 2y
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govever, in this study Bridgman also reviewed,nursing‘education
within the cgllege;and fbu?d a;gregt iunbgr'of difficu;;ies. She
strongly criticized‘pané col]éges and upiversities for defeating
the entire purpose of coilegiatefpreparation for the nurse, by

‘ tending to think of nursing ééucation;bnly as 'training'. She
found that some colleges had established affiliation "with indivi-
dual hospital schools without investigation or concern about

educational standards."58 ‘

Regardless of this, Bridgman-repeatedly emphesized in the

study, thet basic baccalsureate programs: provide the most efficient

snd satisfactory meens of supply fbr—staff;lgvel fnnctioha.requir-

ing broad preper;tiqn. N )

Tvovyear; later, the Surgeon General's Consultant Group on
Nursing issued a:report "éovhrd—Qualityrin Nursing" which recommen-
ded a nat{oﬁalAinvestigatién to examine nursing educétignragd high
quality patieat care.’9 The Consultant Groﬁi was cénvinced that
the'baccalaureat; pfogian should be the minimal requirenent for
nurses who will asaumé leaderspip positions, and because of the
need for aursing leaders, they urged that priority be given to

expansion of these prograns.60
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The groﬁp critized the'lgck of system, order, and coherence

in ‘nursing education as evidenced 1n'three types of programs for

'nursing, stating that there is no cleﬁf‘diffbrentiétion as to the '

levels of fcspohsibility for each typé of graduate.61

They strongly leaned—iovard the collegiate program for
nursing, urging that they "double their graduates, from the 1960
level of 4,000 to a totsl of at least.8,000 in 1970", while at
the same tié?, establishiné at least 30 or mdre new‘cdllegiate

nursing qchools.62 .

In 1965, both the Americaﬁ—qusesrAsspciatioﬂ and the

- National League for Nursing preégntedrthcir*pdii}ibns—in Fegard
to nursing educ?tion. The‘NLh'ddvbcated "conmunity:pi;hning to
implement thé'ordgrly—transitiop,;f,nursingvedu;ation'1nto 1n;t1-
. tutions of higher lesrning in such a way that the fléw of nurses

into the community will not be interrupted."63

The ANA issued qepositio@—paper stating,that "all nursing
personnel be prepergb‘w@thin the general systea of education” .Y
Eufthernore, 1t stéte&,that,"The education for sll those who are
licenggd to prac%icé—nursing should take place in institutions of'
higher educétion."és"NQ directioq’was given as to how to :implemen

this position, althou&h the state nurses' associations wére urged

to work toward this goasl, -

3
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The 1970 report of the National Commission for the Study

cf Nursing and Nursing Educetion, An Abstract for Action, vas

3

~ —

a 1little more‘explicit in this regsrd. A1tnbug§ it_sipported &
the mprov;znent of nursing education as-:prol;o eds\ by, the previous
studies mention=d, it c'rille.d. for céi‘e}lﬁzmg\befon closing
any hqn?p:_!tal school -of nursing as vell as before o‘pening auy

collggiate program 8o -a; to aésure "that qn',orderIL transfer of .

functions and facilities have been\developed: "66
: A

An Abstract for\ Aj_:tilm; noted that the movement toward
-xjgstmctui‘ihg‘ the :piii:,tei-}is' of nursing education vas ‘not merely
a ,reﬂeétiog of nurii’i;_g leaders, but appeared to ve ‘also 8
rqfle,ction-'c;f changing times. The educationel norm of ioday is

{
moving well toward 14 yesrs of general Qducatliou!.67 So then would

folzlov'f,he replacement of hospital schools by c/ollege iustitutions.

.3

. B;n: aéqin,, in order to be an effective educstion, orgsnized

" ‘planning has to- fake place, 'St'rausg'! crifiicized the exiéting s
—col;bg’igte prograns of —ﬂur,sii_:g, stating.that these ,are—‘plagu‘ed by
a number pf probléms: -a variety-of educational institutions land
degrg,eé, low academic prestige of mursing ‘yitfhin the college or
university; a’—herftag,_e of affiliation jvith' the professional schools
of’gduca'tiép'; -and the induced strain between practitioners who came
from diploma schools and eduéatorl who -aré intent on- e.lininatiﬁg

any but colleglate schools of nursing.‘se’;
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Other critics are suggesting thet collegiate programs are
producing "well-rounded nurse generalists!" instead of "highly
skilled specialists". They blame this.os the seperation of
college aursing educstioi’fro- nursing prSctice and direct

pstient csre.69r

o The investigation of the. National Commission also con-

firmed that diploma school graduates compared favorably with

cpllege'students at the point where both groups began their

-careers in practice, and also thst the difTerences within pro- .

Ca

‘grams_are at. lesst as. great- &s those ‘between, and the similare

«

,ities—ahong all preparation programs are greater than the dis-

tinction. 70,

The thional Commission recomqended. thst certain ‘charac-

teristics and contributions from- each of the existing kinds of

institutions "should be preserved in the- emergent, comprehengive -

system t0. be designed." For example, the hpspitsl school has
pqrticulsr values which surely should be  encouraged. in.the

college programs: close relationships Bétﬁeen'fbculty end stu--

—dents}so often found; emphasis on student-patient involvement in

§ .

care; @ubvision of'earlyrexposure to clinical care} and identifi-
catibJ of the curriculﬁs'with,clidicslAexcellence; ‘Meanvhile,

- a d - —
baccalaureste schools of nursing have excelled in the develop-

nent/of sciepcefrelated—courses.71




An especéally interesting part of the Netional Commission's
investigation ;ns 8n assessment of the affective values of student
nurses fron var;aus types. of nursing progra-s. The resultc seemed
to indicate thﬁt,students from the college nursingeprograms vieved
their educational environment quite differently from those from

the hospital séhool of nursing. The apsessed values; generel.

L3

esteen for the{progranm, acadeiic enthdsiaam, breadth of interest,

‘< . '
and intrinsic motivation vere all seen by’ the students as being

‘r

more valued and stieséed in the college environment as opposed

to the students in the hospital diploma -school.’2

-

These weeF Juet some -of the,pqgétszfnglude& in the iepofi. ’
A series of recommendations were then—propoie& which,eupporteﬁ
she previous ndrs;ng:educatioh-stgdiee—d;ready,discussed. dltl-
~ mately, the'messege—qf the H@tionai Cbnnissien was fthat nursing
education should be structured within xhe—overeil pattern of higher

educstion, that is, within the collegiate institutions..."73

VA . .
Despitée the many--studies ‘snd: the push for collegiate nursing
programs, 'there have been reletively minimsl incresses in the

number of programs. ss vell ss in the number of collegiste nursing

-gradustes. A good 50 yesrs aftér the first propossl for change,

nursing preparation is 8till taking place outside the collegiste

system. At least 45% of all nursing’inatitgtionsrstili exist

apart from the college syastem.TY
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There are many factors which are probably directly responsible'
I
for’the delayed movement for change. Among these are: strong oppo-

= P

sition fron various groups, lack of collegiate programs available,
the lack of fin?nces vith which to build prograns, and perhaps the

feeling of individuals that they neither have the money nor the .

.

s

time to spend in\sucha program.

But specifically, who are tlie opponents and what are they

5 L%
-

opposing in regard\to nursing education’
\

Dolan stated%that some (no specific identification) opposed

’

o better education fo¥ nurses beceuse they didn’t think tie average

;} * nurse needed it, thet women with less educetion functioned satis-

#x

L factorily and that intellectual vomen—of%entuade poor nurses.75

— B

-,
- 'gf ’

Jensen stated that meny registered nurses feared that because

»

of the proposed program they would be demoted to practical nurse:
status. 76- Simons noted that some phyaicians tended éo oppose the
upgrading of nursing -education because they feared that this would

decrease the supply of nurses.77 Administrators were equallv con-

.

cerned about producing enough.,nuraeé.'?8

3

. According to Bridgmen, factors which have helped t> retard
the progress of collegiate ‘schools, have B;eé; 1) the belief that.
nursing is one anﬁithe;aa@e, from,giviug’a bed bath to directing a

school of nursing; 2) the féllacy that college'training is an asset.
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but that training in the locsl hospitel school is just as good,
vhich has perpetuated the image of nursing as consisting mainly

.of technical ski—lls.79

As far ss organizatiqnalioppoeition to éheege, this hés been
evidede since the early—i900‘s ;hen at that time there was s funde-
mental split in the renks of nursiné ever the proper location of
nursing Education.so. Hb;ever, the opposition*seems to have grown

-

much stronger since that time.-

In 1971, the National League- for Mursing Cogneil of Diploma
Programs vofed nonfsuppoft—of seven of the éﬁenty-two recommenda-
+1ions of the,Nhtional-Conmission,,whieh 1nciuded ail those which
related to changing the 1nst1tutiona1 patteras in educating nurees,81
even though the National League for Nursing Bosrd of Directors had
already,endoréea—the summary report,aﬁd'recpnmendétibqe of the.

- ’

National Cognmission.82 ) '

Beside the division within the National League for Nursing
itself, another strong force,spoke out in oppoaition ‘to the recommen-.
dstions of the Netional Commiesion. Within the'seme veer. the
Americsn Hospital bssociation Assembly of Hbspital Schools of Nursing.’
vehemently opposed the call for phesing out hospital training schools

-and as a result adopted a resolution. . ’




The  following represents the voice of representstives of 3?5
hospital schools of nursing: -
"Be it resolved: That the Assembly of Hoepital ” .
:3chools of Nursing (Type VIII membership) of o .- :
the American Hospital Association direct the
Aeaembly's Governing Council to exert every
possible influence to ob..ain from the American .
Hospitel Association an ofﬁcial statelent
repudiating ‘those groups and 1nd1v1duals who
are alluding to the phasing pqt of diploma
programs of nursing education.">3

However, the propoaition wes allowed to\‘ die quietly since the
'governing council and’ board of the "nerican Hos;)ital Association . -
had already gone on record as aupporting; oes the 1upmve-ent

‘academically and organizationally of all programs in nureing - -

education... and the eetablish-ent ‘of new programs associated

vith the systems of higher educationm.. .81"7

+

. Meonvhile, the staff of the National Commission tried to
arrange to meet wiﬁh the—e:'_téoutik committee of_.thg ‘Council-of
- Diploma Programs to discuss areas of mutual interest and to con-
sider the possibility of joint transi.tiénél projects, bui in May
of 1972, the*'Director of’lthe Council of Diploms Programs conveyed
that the- committee vas not interested, at lesst for some period
of time. However, the National Comiuion ouppliod the hospital
-schools with copies of » position peper, "The Diploms Nurse, tho

‘Hospital School, snd the National Commission.” This document

~
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contained reasons for the Commission's recommendstions and plang
for'implfncntation, vhile emphasizing that these did mot repudi-
‘ate the nursing schools nor their graduates, but merely were an )

attempt to. develop a comprehensive nursing education pro;ran.as )

So after many years, nursing is still frying to find 1tse1f
and is slowly and painfully tryinrg to fit into the mainstresm of
America's higher education system.‘ Upon‘what philosophy 15 this
slow, but steady'movebent besed? It seems that it should include
both,a:baqig;bellef aboutrgenerai,educitionlénd about the7natg;g

of nursingA ’ ' - ’ f[

L

In regard to general education, Heidgerken stotes that
a1l education...rests upon an underatanding of” the meaning and

‘purpose of lifb,;since it must take‘into account,ﬁhg.natﬁre,and

déstiny of man and his relaticns with his fellow men..."36

Chioni believes that general education contributes to the
.development of the stiudent as a pef;on and as'; professional N
gince its goals are oriented more toward a development of cogni-
tive skills,and 8 personal'philoqophy,.gad the ability to make .

relevant judgements and to comminicate ideas effectively.37

’
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In a study entitled'"iiberel Education”, ﬂhrk Van Doren
concludes that liberal education “should enePle‘its possessor
to recognize what is common to -all men end to be’equally sensgi-
tive to their differences" .88 Certeinly in order to give some-
thing of herself, the nurse must, first have ‘something tr give.
It is the quality of the person giving tpe care that is probably
the most important effect. Perhaps lieeral education'éen in -

this way affect the quality of patient care.

- It vas in l9h8 that Studehaker spoke- about ﬁhe increased

need for a- generar educetion tbr nursea for three reasons:

1) Civilization 13 beco:igg/lncreasingly complex, 2) Consequently,
the interests an%/gctlvities of individusls tend to ‘become highly .

specialized;,3) This speciallzetion has serious social congeguences.sg'

. - . ] , :
So quseeue that generel'(og'liberel) education is necessary for

) _,tﬁe "professional” nurse, if she is to be reslly effective in

i

caring for individuals. -

, What kind of education does the nature of nursing itself

demand? Since nureing has lomg concerned -itself with giving care
to human beings, connunicetion is most importaat- 1n recognizing
and neeting the needs of persons. Qpig is"the nature of nursing,
to care for individuals. Therefore the—fefellectual education

3 4 <
of the nurse’ must give consideration to the continued developnent

of the communication skills of the nursing etudent.go




Nursing does not. care for human beings in a. vacuua, there- «

fore, it is importsnt for the nuFfe always to be avare of the

environment in which the persor lives. A person cannot ever be
separated fren his environment. 'I;herefoi-e, it is important that
the studeat nurse be grounded in concepts from the natural and .

&

social sciences aand thz humenities simce these relate specifically

to the "mari-and-his-enviroameat 'eonstruct".91 ¢

Since 1t is the nature of nursing to care for each -petieht
as a8 unique person, then the- nurse- mst ‘be able to adapt to- differ-
enceg. She -ey hsve to apply the routines she ho,s' learned with
‘some modification depending upon the needs of the ,indi&{dual patient. -
To be able to meet these needs, ehe vill have had to develop an.

inquiring —mind and problem. solv:ln‘g:*techniques'. 92

Where is the nursing at;dent best given the_opporzunity to
ﬁ?cOme a—criticalAthinker who canridapt and execute gqod decisions,
while being highly grounded in bot; technical and general knowledge?
‘College would seem 11ke o logicsl answer, particulerly for genmeral
knowledge’ Howevef, 1t 1s questionable. whether or not college can
offe; the eers;ng stﬁaent enough practicel experience. _This seems
to be the thinking o? some even today. This was the concern-even
in 1936 - that the college -ay overenphasize nursing theory, as
opposed to the hospital school of nursing which may have exaggerated

»

the technical.93




. program thst she can relate: to he; professional vreparation?

P

" for understending patients -as social beings; wnose sttitudes and

reactions have been—conditioned'by their social ‘environment.

%

"

Paychology'courses md} sssist the studeat in undergtaﬁdihg

igdividuals and their*1nt¢rre1gtid§ships?9u The biological and
physical écienceq“nay.ofTbrvgzg@undationAfbr nutrition, pharma-

- cqlogy,:ne@}cal;principles;_and?nﬁ}i;ngi95'

‘These subjects are generslly taught in,fhc—collégiaté pro-
gram, but whether or not. they reslly proyvide a foundation depends
‘upoa the individual student - wliether or not -he/she is -able to

in@egrste and apply the basic principles of the material preserited.

In lquing back over their college education, four graduate

-

nurses-of 1970 talk about their educationhapd‘how'it relatgs to

them es nurses.

- IO

k-

to develop.

Fy

“A libersl arts.bsckground as opposed to the
scientific'makes,me,perspnalizeAnursing. I
have sdequate skills, which I can continue
The degree program gives you what
is needed in intellectual development, the de-
sire to learn, to solve problems, to think

criticslly, snd to make choices in certain
situations."

-~

Specificelly, what ‘does the nurse lesra in a coiiégiate

<

Sociology and socisl anthropology may provide s foundation

-
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2. "My education prepared me to be the kind of
nurse’ that I want to be, a nurse actually
and directly involved in giving patient care."

3. "The nurse with a baccalaureste degree wants
greater freedom and independence in carrying
out her nursing duties. She wants freedom.’
to .use what she has to give. in terms of edu-
cation, insight, 1n1tiat1ve, end irntelligence..
She is taught this in college; she is denied
this in the hospital.™ ) .

-

R "The degree nurse comes with anxieties and
~ “.*  .must accept the fact that she is going to
{7 ve criticrized by the nursing steff; she .-
__must feel confident that in time, she'll I
be able to develop her potentisl and -even -
surpess what the diploma’ graduitc is doing." “#t
“The first three nurseé sound quite positivéiabout themselves,
while the fourth;oﬁerseeqs'to doubt hér—gdequqéy, This seems to
reflect both the many -different collegiate programs, as well us-

‘the uniqueness of each student. ®

One author feels that the college offers a better quality
snd éuantit& of resource;-and a broadibﬁtlook, vhich is & definite
-addition to the practical values obtained in hospital 1ife. 91
Also, the addition of public health, teaching and management skills,
as- well as the development of intellectual skills make a notable

difference between the baccalaureate program'and'other,programs.93'

r
What is the significence of all this talk about nursing edu-
cation? Where will it sll énd? At present,, it sppesrs. to be moving
slowly, but steadily in the direction of & bachelor's degree in

nursing as the minimalvpreparation for the professional nurse.

b v
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t
Howevér, the questioxi is - will this i:'ransi'tion ever be completed?
What will ultimately happen- to nursing as a "profession"?
* 3
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. .THE CASE OF TELEVISION VERSUS READING

*

From the- paucity of literature written on ‘television and reading

by recognized people in the reading field as- well as the infrequent

‘ integration -of telev131on as’ part of formal readyng instruction, it

appears safe to infer ‘that -educators tend to either ignore the

o

potential of te}evisionrfqr the reading:classroom or hold it inzlow
regard—as a teaching medium, This,oppostiqnzto—teievision in the

classroom possibly reflects aversién to,the so-called television
addictiqn of today's chiidren anq/or the fear of usurpation of the

teacher by televisior instruction and the—attendent denumanization

" of education. These biases often preclude any consideration of the

‘advantages offered by television in education -and particularly in

remedial reading instruction. It is my contention thekdeletériou§r
effects of television viewing notwithstanding that television and

namely, The Electric Company is a potentially effective 200l of '

remediation for certain reading disabilities.




Statistics and studies attest to the fact that television
_Tepresents a pervasive force in the lives of children today. It ic
.. estimated that by the time a child is five years old he will have ‘spent
at least asAmucn time—watching,television as a college student working
’ towards a Gachelor's degree,will spend in classes over four yents.l
The aéerage number of hours- per week of television viewing ‘by children
cited in*studies vgtieS"enynhere from twenty to—fifty hours per week;

Regatdlessfof the dispatity among the figures, it is generally conceded.

~n

that:televigion vieﬁing absorbs more of a chiidis time than -any other

. 7 activity aside from sleeping.2 Fumt;er;ore, it is generally accepted

*that ‘the exhorbitant amount. of time spent vatching -televisiorn cannot )

but affect the;behaviot—of,its;"lesngg;zedfaudience." l s
Dwelling—onrthe'impact of teiéﬁtaioﬁ vioienberon children, teséitch,

‘has not yet teached ~any conclusive findings on the 1ong-term impact of

'television on the learning ‘Process, Observations of'apparent,passivity

and anti-social behavior resulting from television viewing has given - f

impetus to the theory that television interferec with the:development

of thinking in conjuncticn with the acquisition of complex language

5
skills, For example, in the following description a bleak picture for

3future—educgtiona1 experiences is intimated for the inveterate watchers

L]

1

. Dorothy H, Cohen, "Is TV a Pied Piper?“ Young Childten,
" (November 1974), p. 7. -
2

"Gerald S, lesser, &hildten,and'relevision (New York, 1974), p. 19,
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> of television: . -

i 2
"

‘His nurséry school teacher reports that he is passive, noncreative, NG -
unresponsive to instruction, bored during play periods and possessed \\\;
: of an almost- nonexistent attention cpan--in short, very much like
e ;agf - his classmates, Next fall, ‘he will officially reach the age of
i reason and begin his formal -education, His .parents are beginning
o to discuss their apprehensions--when they are not too busy watching
© television,3 = . ,

<

Implicit in this description is -the- view ‘that. television is responsible

‘for diminished creativty, increased passivity, non-responsxveness to

—

instruction, and short attentinn Spans, behaviors of concern to all

fteachers and particularly reading,speeiaiists. . =
¢ ” R s ) - .

These detrimental effects of:televisioh'on~the learning process
are embodied in various hypotheSes,andfresearch;gindings; According,:
to -child-developmerit expert Dorothy Coher at New-York Cityes Bank

Aﬁgtreet«College of Education, btelevision:has—takennagay—the child's

A

- ability—to—form'pietgres*infhis,mind."a' Her contention holds serious °
implications for the reading process which is an active, éreative

process involving the translation of print into visual images feelings,
and thoughtS' The Jeopardy ‘to creativity associated Wlth reaaing potentiai
%o,

is reflected in the findings of a University of §outhern California

research team which determined that after three veeks of intensive

™

television viewing, creativity dropped'among'ZSOvintermediate grade -

4

chiidren.sr'BesideS—undermining creativity, television is suspected of
reducing active interaction with people thereby robbing children of

opportunities to deveipp language arts skills through speaking, In fact .

-
-

3"What TV Does to Kids," Newsweek, (February ZI,'1977), p. 63.

“Ibid,, p. 65. T

SCohen, p. 5. - 2d 7 i .
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"Stanford Uniﬁéfsity researcher, Paul Kaufman carries this argument

7 hadiie

rfurthernby—maintaining~thatftelevision»religa;es~children-to the role of

fiere spectators and thus éeaches passivity.s -While the degree of
spectatorship inferred Ly Kaufmun-is deﬁatable, his opinous pronoucement
is vaguely réminiscent of Ray Bradbury‘s portent of total human passivity

in his book Fahrenheit 451, Bradbury depicts a society in which man

regards books as anathema’ as opposed to television which is perceived as

being more real than life, 1In Bfidbury‘s society man lives most cf his

life vicariously through television;prhgrams. Many educators fear that .

" children sub ject to -the unmitigated influence of,televisioh,are adopﬁing

life styles approxidatihg—those of ch;rqpters*in'Fahreiheit—ail.

In a&di;ion,to diminished creativity -and increased piasivity,
t . ¢

-educators. -bemoan non-responsivenes§ to instruction and shért-attention

.

spans as effects of too mucﬁ television. Many educators feel the -

pressure‘gf'compéting with television in:providing entertainment for

students. It is difficult if not impossible for a teacher to measure

-3

" up- to The Electric Company with its flashy showbiz techniques made

possible by the television medium, The argument that television: is the

agant responsible for student predilection for iearning,through
gimmicks (i.e., instruction which is masked by potential appeal to

students), Todays children's expectation of learning as an enjoyable -

experience rather than a tedious, boring, and failure-laden chore can

be attributed to telév;sion. —Gavriel—Salbmon's study of a population

of Israeli children whose access- to television was restricted bat who -

SNeusweek, p. 65.
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viewed Sesame Street on a regular basis tends to substantlate thlS His
N study (1974) showed these children exhibited 1essened persistence ‘to’

6 X :
repetitive school-like tasks, On’ the ba81s “of this researck, however,
- o | 4

it may be €rroneously concluded that television constitutes an impedimént
to learning,

In the wake of extensive television viewing, students:

needs andrexpectations'with regard to learning have changed A nore

tenable position would be that -television. 1ncerferea with students+ learning

only to the extent that educators fail to—adapt their teaching methods

S ——

‘. = -—and'naterials to meet changes in studentst needs and expectatlons vis a vis
learning, It behooves educators to-devise "gimmicks" and utilize materials. ;E

- ' ﬁhiéh—wiil—evoke,scudeht interest and involvement, Fast . movement; humor,

color,

and d1vers1ty which te1ev181on bombards. unrelentlessly at children

may be- 1ncorporated in: methods ‘and/or ‘materials ‘When' apprepriate, For -

’ example, The Electrlc Company- employs animated letters which can serve

s as cues for Students in: reading printed words

The replication -of these

letters in‘wrltten print is seemihélyéimpossible,

but there exists the

.

means of,communicating cues i

a print by employing‘different colors,

printing styles,

and letter sizes which could provide cues and/or engender

<

interest by suggestlng movement,

The 1ncotpgratlon of these elements is

reflected ih the attached selection from ‘The Bank Street/Houghton

M1ff11n Reading Series, 7

6Barbara R, Powles and Vivian M,
from- Chlldren's Te1ev1s10n Workshop (

T

Horner, Visua1l theracy- Some Lessons
New York, 1974), p.4

Irma Simonton Black (ed. ). Wake Sleeping Books (Boston, 1972), pp. 20-22,
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of the.
FOOLISH FROG .

- ; 7 Retold by SEYMOUR REI'I"
ONE DAY a baby frog

was hop " hop ho

\‘ . hop \.“ / p\ hop ”"/ "‘~s~ .
hop™ ~ ho “hop~” -hopping

. - through a meadow.- : ) -
A cow came along,

munchmg the sweet meadow grass.

The little frog had never seen_
-a.cow before.

He became very frightened, so he

hop. . I§10p\ ‘hop

* home as fast as he could go.

When he reached the- pond wherer he-lived, he saw. his- father y
smmg on a lily pad, sunning-himself,

“Pop,” the baby frog said,
“I just saw the biggest animal
in the whole wor{d”’,

The old bullfrog brrupped. ,
“Bigger than me?” Qa7
“Much bigger,” the little frog replied.

20 W- The bullfrog was very foohsh
Also very vain. He began

to-puff out his chest.
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T -He puffed until he was quite
“ - swollen.

“That animal,”-he croaked,

“couldn’t have been blgger than thzs />
“Yes it was, Father. Much blgger " The foolish frog began to get-angry.

He Puﬂ‘ed some more. He puffed
1e swelled up

llke a f at :
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All that puffing made it hard for him to talk.
“Now I'm the biggest,” he squeaked. ““Right?"
“Wrong,” said the little frog. .,;

This made the foolish bullfrog really angry. £
So he
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very good for frogs. Or,
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The apparent need for sensitivity to television’'s impact on students

lends credibility to the argument that television ‘has created a new

1earn1ng process for children Salomon's assertion that -"the development

A

4

of new technology leads, after a certain period of time to the” development ‘

of a new symbol system-which partly at 1east is uniquely suited to that

technology"asuggests that students' adherence to the. symbol system :

,peculiar ‘to television may be a factor in their learning process,

»

Children internalizing the:auditory/visual stimuli of television as a

rieans of processing,jnformation,maj generalize this to classroom learning

including—reading. 'Hhile'television*entails'a,Viauallauditory—symbol

-system, reading is predicated on a letter-symbol -process. Television:

provides visual representations as -opposed to reading which necessitates £

the creation of :mental representations. The 1051931 extension of this

reasoniné,is'that a reading disability -could arise if a'child—faila to

make the appropriate transition from the television symbol system to

that of the written page. In such a reading disability television could

serve to bridge the gap between the two symbol systems. for example,

television zoom-in techniques could be used to teach visual discrimination,

a skill'which students could transfer from the television screen to- the

written page. The potential of visual representations of television for

fostering corresponding mental representations in students exists,9

It seems that television may very well be part of the solution to the

L4

problem which it hasﬂcreated.

8Barbara R. Powles and Vivian M, Horner, p. 7. .
’ 9Lesser,‘p. 84,
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Television possesses other advantages which qualify it for serious
consideration.as a potential solution to educational problems. Paramount

. *

is television's ability to hold children's attention even at its seemingly

dullest moments, Children regard teélevision as entertaining, -Obviously

%

in the lightlof the fact they spend so much time watching television, children

»

are accustomed to being entertained .a good deal of their lives, The -conflict

children experience once they enter school can be anticipated, Traditionally -

»

a distinction has been drawn by ehugators between play which is suppesed- to.

be fun and learning which shouid be: work. The notion of. learning being

o

enjoyable is perhaps accepted in theory by somé—éducators but not usually

B3

incorporated into classroom instruction, Maqg students complain incessantly of
‘being bored by school and become so alienated that their well-developed

eséape mechanisms -enabl¢ them to avoid learning in school in some

instances, This type-of behavior is consistent with Freud's *pleasure -

principle” in which Freud claims there exists a universal tendency for

-
-

man to avoid pain and find pleasure wﬁich:accounts for man*s cendeﬁcy to
remembe? pleasant events while forgetting unpleasant events.10 Freud’s

principle -holds significa;ce for the learning process in tiat +t_suggests
that 1-arning as an efijoyable experieﬂce can facilitate the retention of’

s

the material to be learned. It is also conceivable that :he incorporation

of television in instryiction would supply strong motivation to learn for
some children.11 Freudss *pleasure principle” can be applied to another

" quality peculiar totelzxision--the nonpunitive nature of television,

F

10

Joyce Mclellan, The Question of Play (New York, 1970), p. 16.

11Robe:t: L, Hilliard and Hyman H, Field, Television and the Teacher
(New York, 1976), p. 12. -

€y~ .
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Television allows children to make mistakes without fear of criticism
vwhich ma, be accompanied either by humiliation or perceived: withdrawl

‘of the teacher's affection, both of which have potentialffor~interfering

with learning. Perhaps the rionpunitive nature of television as well as

its entertainment appeal coniribute to Sesame Street’'s legacy-~its success

in attracting wnd holding large audiences despite its obvious educational : .

intfentions.12 Sesame Sé;eet as well és—the‘Eleétric Comp&ny have proven
that education and entertainment can be effectively combined to obtain :
audience favor, |
The positive attributes of television tempered by its negative
- : attr1butes give rise to conttoversy which surrounds the adoption of television
: as a solution to reading problems, The ‘argument raised specifically aga1nst a4
‘the use: of teleV1s1on in readlns instruction 1is as follows: A child ‘
who spends 20-28 hours per week watching,television.and only 7 hours reading
outside of school3a1ready ;pendé ardi§b;oportionate amount watching
tglévision. Furthermore, it is argued .that television appears to divért \
- students from reading ra;her than encouraging them to read Yet studies
cohducted do not draw any S1gnf1cant correlations between hours of telev1s1on
J;ey;ng and hours of voluntary reading, It appears that poor readers have .
less interest in reading,fhan in television in contrast to-good readers ' ,
who watch consideraﬁle television but tend to spend more time reading

(H, M. Robinson and Weintraub,, 1973);?4' In other words a child who

dislikes reading will be more likely to amuse himself watching television,

-
-

- PLesser, p. 234.

13 Albert J, Harris and Edward R, Sipay, How to Increase Reading Apility
.(New York, 1976), p. S18. ‘

o«

Yrbid., p. 519.
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while a child who is an avid reader will watch television but allot

time for reading in his’ schedule, , -

" Since television is so .attractive to poor readers, it stands to
: . -these 3
reason that it could -be employed to get’children interested in reading.

Attempting to accomplish just that, The Electrié”Company was created in

~

1971 by the Children's Workshop as dasupplement'to classroom'igstrgction

ih,gead§n§. Thé,five-day-aaweqk,—half-hgﬁ; television show utilizes

animation, music, sound effects, humor, and repetition to reach a target

audience of primarily second, third, and fourth grade children in the
lower half of their class in reading achievement, As descfibedlby
Davidzcbnnell)'VicgrPtesidehg of the Workshop, the task facing those

£

in@olveg in The Electric Company including educatiors, -psychologists: and

en;grtaihérs was *, ., . to get print on the screen in a lot of different
ﬁé&srso,people ;ould want to watch it, and that meant e}gcftbnié'v
gadgetry,"ls Animation pbp—up'fechpiqqes not oﬁly—a@use'but also
effectively deépict the ieft-to-right sequence of print corresponding

fo the:témporal sequence of'speecﬁ and depict the representation bf'
speech sounu;*by—written,symbols. In fact this capability of television
has been regarded as television's,greatestipotential for teachin%‘reading.16
Unde:lyiﬁg this'potential is the—pfoperty of visual media to

», . . translate(ing) nonvisual facts into visual ones, and thereby giving

-

them sensory concreteness."17 For example, in one of The Electric Company

lsﬂattin Mayer,"The Electric Company: Easy Reader and a Lot of Other
Hip Teachers,” The New York Times Magazine (January 28, 1973), p. 15

16Joan T. Feely, Television and Reading in the Seventies (New York,
1974), p. :
17 ' .
Powles and Horner, p. 6,
O
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shows, the word~4beg" appears on the screen, The letters aréxmanipgfitéd—

€electronically to move in a bee-like manner, and buzzing is*héézd in the

‘background. The ‘abstractness of the printed word "bee" is thus transformed

into a concrefe concept by means of motion and sound which may bé,more
impréssive to children than static materiais. To help chi)dren to grasp
_concépts of.decoding, reading for meaning; using the context clues, and

syntax, The Electric Company employs variéus "gimmicks* including eléctronic

gadgetry as well as real-life skits,
The question arises how effective are these attéhtion-gétt%pg'

‘techniques in teaching children'tprrea@[' An- evaluation of{the first-

tWo. years of the shoWw conducted for the Children's Television Workshop

o

by the Educational Testing Service showed positive effects of the show

on the target audiéncerwhen—the-program'was'viéwéd as ‘a supplement to

18

classroom reading instruc;ionm' In light of this study The Electric

C;mpany may be considered of 1imfted value in teaching children to read,
The,program,‘of coPrse, does .not purport tO'CEacﬁ children to read but
‘to serve as supplémgntal instruction. Television can be catggprize; wigh
ggaéﬁing'materials which are éendered worthwhile by virtue of teacher '

) effectiveness and pupiltp:gpqration. A teacher integrating‘?he Elgptric
Company -as a patf'o{,formalAinstructibn will introduée Luae skills being
taught before student viewing of the show and after the program will .

4
provide-follow-up activities whereby students can apply these skills.

., g
This teacher can realistically expect her students to benefit from the

»

program, whereas a teacher who turns on the helevisipn set for a break

-

18Natalie L. Sproull and Others, Reading Behaviors of Young Children
Who Viewed "The Electric Company" A Final Report. (New York, 1976), p. 8.
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from. classroom routine cannot’ expect students to derive much more than

_ two-way. iﬁteractiqn, The lack gf’feedb@ck is manifested by the fact

. evidenced by short'ellotmeqt:of;time'for each teaching éegments. For

>example, $ix-and a half minutes-are set aside for a given consonant or

,be:adjusted:tO—ingividﬁhl'learning rates, Traditional teaching is

‘appears chat'Thefkiectric'Company'prpyiding an-alternative approach to

;ea:ning reading-skills may play a rqle'in some students' reading

_ abolishment, At best.it will lead to better television programming for

”
.

11 "

o
M -

pieaéure from the program, With respect to the need for classroom

integration, the ETS evaluation of The Electric Company points to.an

overriéing'iimicat§on,of television--the inherent lack of-feedbackrand

- I,

that the program is :not sequential in which one day's iesson. on the
B 'Y s i P

show is reiated in the following and previous day's shows, Furthermore,

-

the;ﬁace of The Electric Company is fast to hold childrents attention as

consonant blend; 140 seconds is allotted for teaching children that ee and

ea -make the same sound'.{l9 ‘Clearly, the pace'of'the'television show cannot
3 - —

L

markedly different’ from this approach“in that it strives to céntrol the

level and pace of teaching material. in a progression of steps whzch is

20

appropriately 1einforced, On'the—basis of the ETS evaluation, it

) -
remediation, ' .

No amount of derision or criticism-of television will result in its

children. Because of the pervading and enduring presence of televzszon

£
4

in children's- lives, there is a need for educators especiail reading speczalzsts

to determine appropriate:%ay% of contending with the impact of television

%

lgﬂargin—Méyer, p. 24,

20Less,er, p. 246, - 253




on children's learning processes, Is television guilty of wrongdoing?

" In the case of television versus réading,the verdict is as follows:

while television is guilty of contributing to behaviors which may interfere

ks

-

with the acﬁuisitibﬁ'of reading‘skillé, television may also serve.as part
-of the soluti;n to certain reading disabilities by ‘breaking down the -

barriers between the two symbol systems that of reading and ;eleviéion ahd

by communicating certain concepts not as,effectivély described by other

teaching materials, The strong goésibility,éxists that a pregram such as

The .Electric Company: may engender interest in learning'uﬁighjﬁay,be

~transferred to reading., It cannot be guaranteed that The Electric Company

will 6enefit all disabled readers, butrtherarguménts and evidence are

)
- ¥

strong that it can. If this televi;ionvprograﬁ is combined with

effective teaching, it has the potential to hefb dertainrdisablgd'

o

‘readers. Hopefully, The Electric Company will prove to be so successful

= "

that in years to come reading specialists will rely more on,teievision‘
in remediation and will ha;e acceés to:difféféﬁtﬁprogramsAgea;edfto meet
various reading levels and needs, The case then isnrt really television
v;tsus reading, Television and reading are not in diametrical opposition
but rather are intricately interrelated degpite all olijections, The

question isn*'t should television be used in:teadiné remediation but

how should television -be used in reading remediation.
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